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ABSTRACT 

The right to education is optimally and deeply embedded in the South African 

Constitution. This includes people with special learning needs and other disabilities. 

TVET colleges, however, experience a myriad of challenges with inclusivity. Even 

though there have been some interventions, numerous challenges still plague the 

system. This study encapsulates the experiences of TVET college lecturers with 

students with deficits in learning capacity. The study was conducted at three 

campuses in the uMgungundlovu district in KwaZulu-Natal, South Africa and 

exposes the struggle that exists with the understanding and accommodating 

students with special education needs. Lecturers’ experiences expose the dire 

consequences emanating in mainstream classes. The focus of the study was to 

gauge the lecturers’ experiences through a qualitative approach using an 

interpretivist paradigm. Interviews and observations were conducted to obtain 

primary data. Literature pertaining to the study was examined intensely and data was 

collected and analysed. A semi-structured interview guide was used for the senior 

management and lecturers which reveals the concerns of lecturers who have not 

been trained in the area of inclusive education and exposes the limitations of TVET 

colleges. Classroom observations were conducted to ascertain engagement with 

students. 

Interviews were conducted with three senior management officials, three campus 

managers and twelve lecturers. Major concerns emerged regarding the readiness of 

colleges for special needs students, including the inability to assist students, a highly 

skewed curriculum, a lack of support structures, an inability to implement basic 

inclusive policy, and lecturers that are overloaded with paperwork which is stressful. 

Lecturers clearly stated that they were ill-prepared to take on special needs students 

and cope with their workloads, leaving students to cope by themselves. What is 

evident is that the views and perceptions that emerged indicated a lack of focus on 

inclusivity which leaves an indelible negative mark on the proper implementation of 

inclusive policy in the mainstreaming of students. Recommendations have been 

made to propose a number of viable solutions and a comprehensive framework has 

been designed for consideration to facilitate proper implementation of inclusivity and 

accountability within the TVET college. 
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CHAPTER 1: INTRODUCTION AND BACKGROUND 

“Through perseverance many people win success out of what seemed destined to 

be certain failure”-Benjamin Disraeli 

1.1 INTRODUCTION   

The purpose of this chapter is to provide a local and global overview of inclusion with 

a focus on various forms of policies and legislation. TVET colleges currently house a 

diverse contingent of students. These include students with special learning needs 

who attend mainstream classes. Students with special learning needs have been a 

point of contention for many years in the education system.  An outline of South 

Africa’s stance on the mainstreaming of students with special learning needs is 

provided.  In addition, the chapter expounds the statement of the problem, rationale 

of the study, aims and objectives, and the research questions. Furthermore, a 

theoretical  framework of the study as well as research methods are briefly outlined 

as used in the study. The context of the study is outlined, afterwards key terms are 

also defined. Finally, in subsequent chapters the outline of the study is presented.   

 

1.2BACKGROUND 

The South African Constitution of 1996 (Constitution of the Republic of South Africa, 

Act 108 of 1996) protects the fundamental rights of all citizens and forbids 

discrimination in any form. This, according to Article 5 and 24(1) of the United 

Nations Convention on the Rights of Persons with Disabilities (UNCRPD), includes a 

non-discriminatory stance towards persons with disabilities regarding access to 

further education and training, which is based on the equality of opportunity. Various 

pieces of legislation promulgated to effect fair access for persons with disabilities 

have been implemented as a direct response to the 1994 Salamanca Statement and 

Framework for Action on Special Needs Education developed in Spain (UNESCO 

1994).  

 Some of the legislative reforms and initiatives that include standards of equity for all 

students include the reform of primary education regardless of the level of 

development, special education needs (SEN) or first language, which directly 

improves the systemic equity. The legislation applies to students identified with 
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learners with special education needs (LSEN) who find it difficult to cope with 

learning and to make progress (UNESCO 1994; 2000; Ainscow, Slee & Best, 2019).  

Monitoring guidelines for inclusive quality provide standards for teaching and school 

development, and inclusive classroom practice. Inclusion in the curriculum content 

for student teachers is regarded as mandatory in the reform of teacher education. 

Countries within the European Union have made great strides in their commitment to 

inclusive education. Countries such as Austria have various measures, laws and 

directives in place to ensure that inclusive education is embraced and addressed 

within mainstream education Buchner & Proyer (2020). Austria’s policy initiatives 

have a clear focus on inclusivity. Instruction is laid out in guidelines for practising and 

monitoring quality standards of inclusive teaching of students with disabilities in a 

manner that makes way for students with SEN or disabilities to acquire the maximum 

level of support to enhance student integration into normal society and which 

contributes to their individual development (Buchner & Proyer, 2019). 

The Czechia Republic has implemented an impressive programme referred to as 

‘The Fair School Project’ of the League of Human Rights, to directly target fair and 

quality education with a special emphasis on inclusive education which promotes 

social cohesion (Vaďurová & Pančocha, 2023). Encapsulated within are the ‘Fair 

School Standards’, which integrate a set of criteria that schools are mandated to 

fulfil. This is to ensure that the Czech Republic fulfils the directives of a good and 

inclusive school system. In addition, training and other courses are offered for 

principals and teachers including workshops. These place a direct emphasis on the 

commitment to embrace inclusive and non-discriminatory education. 

Other countries such as Finland and Denmark do not have any specific legislation 

regarding the education of students with disabilities or special needs (Schwab, 

2020). General policy, however, is that education must be made accessible to 

everyone. Highlighted further is that teaching must be conducted with consideration 

for the different needs of students. Implementation of a national higher education 

accessibility project from 2006–2011 provided an opportunity for barrier-free and 

equal opportunities in institutions for students with disabilities or learning difficulties 

(Ahola et.al, 2014).  
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Similarly in the African Union (AU) the realisation of the fundamental inclusion of the 

rights of people with disabilities was adopted as a critical component by the 

UNCRPD (Fernandez, Rutka & Aldersey, 2017; Mittler; 2015; Katsui, 2012; UN, 

2006). Despite the critical focus on people with disabilities, in theory, policies in 

Africa suggest, that practical implementation of inclusivity remains problematic. An 

in-depth analysis and observation of disabilities were made by the AU leading to a 

trajectory focusing on future improved policy and practice. There is anticipation that 

there will be improvement and implementation which will be progressive and form a 

component that is integral to social and economic policy inevitably impacting 

progress from national, international and ultimately at continental levels (Lang et. al, 

2019). 

Various pieces of legislation and directives on inclusive education in South Africa are 

a direct response to the international imperatives of the Salamanca Statement, and 

to the post-apartheid state of special needs and support services within education 

and training. These laws and policies include: 

 The South African Schools Act (Department of Education, 1996),  

 The White Paper on an Integrated National Disability Strategy (Ministerial Office 

of the Deputy President, 1997),  

 The Higher Education Act (1997), the Further Education and Training Act (1998), 

and the Adult Basic Education and Training Act (2000),  

 The Skills Development Act (1998), and 

 The Promotion of Equality and Prevention of Unfair Discrimination Act (2000). 

In redressing the unequal, exclusionary and discriminatory apartheid era stance on 

the fragmented and segregated education system, South Africa is attempting to 

forge ahead with policy for students with disabilities (Mampane, 2022). This makes 

provision for all students including those with learning disabilities to access the 

education system. Broadly speaking, legislation and policies indicate that students 

with disabilities should not be looked at as problems within the education sector, but 

rather as individuals like any other with a unique set of skills and needs, which 

should be adequately addressed (Tugli, 2013; McKenzie, 2021). The South African 

education system remains bound by the injunction of the Constitution regarding 
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inclusivity. Thus, the interpretation of promoting social justice and human rights must 

be deeply rooted and embedded in inclusivity.  

Hence, the rationale for this study is to understand lecturers’ experiences of 

accommodating and understanding students with special learning needs within 

mainstream classrooms in technical vocational and training (TVET) colleges and the 

complexities which exist within this scenario. 

1.2 STATEMENT OF THE PROBLEM 

The Education White Paper 6: Special Needs Education (EWP6) (DOE, 2001) 

makes provision for all students with disabilities including those with special needs to 

be part of the normal education system. As a radical departure from traditional 

teaching methods for special education, the EWP6 proposed a number of 

interventions for students with disabilities. It proposed institutional level support 

teams whose primary function is to integrate coordinated support services for 

students and educators. Support services should work towards identifying systemic 

issues and educator, learner and institutional needs. District support teams would 

provide a comprehensive range of educational support services including 

professional curriculum development (DOE, 2001). 

This policy, however, focuses predominantly on schools, with little mention of how 

TVET colleges should support students with disabilities. Schools have a 

responsibility to direct Grade 9 students to TVET colleges. The policy is clear that 

students with special needs, including those with learning disabilities should be 

accommodated in all further education institutions as part of their inclusionary 

measures. Students have the option of remaining in school or entering TVET 

colleges but lack adequate information about what college courses entail. The 

adjustment for students on entering TVET college is huge as they struggle to adjust 

to a vocational stream with markedly different subjects and levels of difficulty within 

the curriculum. The policy creates a gateway for acceptance in to TVET colleges 

irrespective of SEN or whether TVET staff are adequately trained and equipped to 

deal with them. 

Thus, the primary responsibility of addressing the inadequate state of TVET 

colleges, both in terms of accommodating students with physical disabilities and 



 

5 

meeting academic needs, lies in fostering an applied interactive discourse among all 

stakeholders. This dialogue is essential for achieving equality, social justice and 

human dignity. Although this research mentions physical disabilities, its main focus is 

on students with mental impairments placed in mainstream classes, who face 

significant challenges in keeping up academically with their peers. 

The policy places emphasis on converting colleges into full-service institutions. 

Aligning this to TVET college needs, students with disabilities will benefit greatly from 

fully equipped resource centres, disability-friendly classrooms, a flexible curriculum, 

adjusted assessment strategies and comprehensive counselling and support 

services. Furthermore, classrooms should be equipped with assistive devices to help 

these students keep up with their peers. TVET colleges currently struggle with the 

accommodation of students with both physical and mental impairments  

It has become incessantly necessary to effect change for a universal design for all 

students. This change is embedded in the definition of the United Nations 

Convention on the Rights of Persons with Disabilities(UNCRPD) that a universal 

design includes, services, programmes, design of products for all persons, which 

includes technology and assistive devices without the need for adapting or 

specialised design (DHET, 2020). In order for effective and practical transformation 

to take place, classrooms need to be redesigned and realigned in its entirety to 

integrate and accommodate all students. 

The challenge arises from the fact that even though EWP6 (DOE, 2001) suggests 

practical interventions on paper these are not actively implemented in TVET 

colleges. I have watched students with disabilities struggle to read from the board, 

battle to read from question papers and books, take longer times to read speeches 

and other texts, barely complete tests and struggle with the understanding of the 

curriculum. All these observations point to the urgency to reassess the methods of 

assessment, curricula and types of learning materials used to ensure that no student 

is left behind.  

Planning is now underway in a document entitled Technical Vocational Education 

and Training Colleges’ 2020 Student Support Services Annual Plan (DHET, 2020) 

which formally admits that TVET colleges were not initially built to accommodate or 

provide access to students with disabilities. It has now, however, become imperative 
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that when the planned implementation of Disability Rights Units within TVET colleges 

emerges “the process of considering and implementing (where possible) the 

principles of universal access and design” materialises (DHET, 2020:8). Universal 

access remains a fundamental human rights concern. In acknowledging the 

seriousness of the demand for justice, EWP6 encapsulates the urgency in 

acknowledging that such a policy ‘’will also lead to a reduction in the government’s 

fiscal burden as the inclusive education and training system increases the number of 

productive citizens relative to those who are dependent on the state for social 

security grants’’ (DHET, 2001:25). 

My lived experience as a lecturer in a TVET college for the past 16 years has shown 

that more often than not, lecturers brand students as weak, lazy and unable to learn 

and opt to ignore them during the teaching and learning process due to 

incompetence or lack of training on how to teach them. The challenge of 

accommodating these students is evident in lecturers’ conversations and meetings 

with the opinion among academic staff being that students with disabilities and SEN 

are simply a contributory factor to the high failure rates within their classrooms. 

The researcher has taken cognisance of the influx of students into TVET colleges 

arriving from vastly different socio-economic, cultural and family backgrounds. 

Among these students are those who have not qualified with the minimum 

requirements for university entrance, some who by choice, have entered the TVET 

system, and a large number from special needs schools that have various learning 

disabilities and special needs. My concern is that all students are taught and 

assessed using standardised methods irrespective of what SEN or disabilities may 

have been identified. There are no differentiated curricula nor teaching strategies 

currently being employed, resulting in many students failing and exiting the system in 

the first year of study. The knock-on effect is the National Student Financial Aid 

Scheme (NSFAS) funding losses for students that drop out especially in the first 

year. 

Students are also faced with a very complex curriculum and all assessment 

methods/strategies are prepared for the ‘normal student’. Even though inclusive 

policies are clear that there needs to be equality in inclusivity, this remains an area 

that is ignored for assessment purposes. The general chalkboard and lecture 
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method is one that is most popularly used. Other methods include the lecture 

method where the lecturer speaks and the student listens, questions are asked and 

very few students with disabilities respond. There is no adjustment made for the 

student with auditory or visual problems.  

Worksheets with standard fonts are used meaning the student with visual problems 

cannot work at the same pace as the other students and remain disadvantaged, 

lagging behind their peers. Activities in textbooks are also problematic as the font 

and graphics are small and the slower students take much longer to complete them. 

Most of the time these activities are not completed due to timetabling issues. 

Classroom boards that are used are barely visible with the poor lighting in the 

classroom. There are no audio recorders or assistive devices for slower students. 

Lessons are taught at a normal pace, leaving out any student that cannot keep up. 

Assistive devices have never been discussed nor included as an option for students 

with impairments in TVET colleges. The visible lack of commitment for vital 

resources to facilitate effective understanding of class work prevents students with 

SEN from succeeding. The actual learning environment is not conducive with large, 

cramped classrooms that do not leave any extra time for one-on-one assistance, so 

ultimately students cannot be accommodated individually, thereby contributing to the 

large failure and dropout rate.  

1.3 RATIONALE FOR THE STUDY 

Considering the problem, I have realised the need for an investigation into the 

experiences of lecturers who teach students with SEN within the TVET college 

system of South Africa. This was undertaken in order to suggest interventions for 

inclusion of all students in mainstream classes, in line with inclusive education 

principles. This investigation will also serve to inform policymakers to work towards 

assisting TVET colleges in making appropriate changes to the training and 

development needs of lecturers, to the curricula and assessment strategies so that 

lecturers are better equipped to serve students with disabilities and special needs. 

Currently TVET colleges do not have any assistive devices for students with SEN. 

Current literature on the inclusion of students with SEN in TVET colleges is sparse. 

Where some universities have established disability units within their institutions and 

schools receiving the bulk of support from the government in terms of students with 
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special needs, TVET colleges remain in limbo as to how these students can and may 

be adequately accommodated. TVET colleges are currently expected to operate as 

‘full-service’ institutions with little being said about how this can be achieved in terms 

of support, teaching, learning and assessment. 

1.4 AIM OF THE STUDY 

The aim of this study is to investigate the experiences of TVET college lecturers with 

students with disabilities within a mainstream classroom.  

1.5 OBJECTIVES OF THE STUDY 

The objectives of this study are to:  

 Understand lecturers’ experiences with students with special learning needs in a 

mainstream classroom setting. 

 Examine how lecturers accommodate students with special learning needs during 

teaching and learning. 

 Examine whether additional teaching methods and technical support is currently 

provided for students with special learning needs in the TVET sector. 

 Determine which strategies and interventions could equip TVET college lecturers 

with competencies and skills to educate students with varying special learning 

needs are being employed. 

1.6 RESEARCH QUESTIONS 

RQ1 What are the experiences of TVET college lecturers with students with special 

learning needs in a mainstream classroom setting? 

RQ2 How do TVET college lecturers accommodate students with special learning 

needs during teaching and learning? 

RQ3 Which additional teaching methods and technical support are provided for 

students with special learning needs to ensure success in classes? 

RQ4 What strategies or interventions should be undertaken to deal with students 

with special learning needs? 
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1.7 OVERVIEW OF THE THEORETICAL FRAMEWORK 

The study is underpinned by two theoretical views. These include the ecological 

systems theory of Urie Bronfenbrenner (1979) who advocates that an individual’s 

development is largely influenced by interconnected environmental systems. He 

articulates that these systems include the immediate surroundings like family, 

schools which cascade into the broader societal influences of issues involving their 

cultures. Bronfenbrenner places a clear emphasis on the fundamental importance of 

children being studied within multiple environments. The second perspective is the 

social constructivism theory. Social constructivism places emphasis on the 

importance of context and culture and requires understanding of what occurs in 

society and constructing knowledge (McMahon, 1997). It is important to understand 

that there are three areas of focus within social constructivism. These are reality, 

knowledge and learning (Kim, 2001). 

Reality is constructed through human activities. For the social constructivist, this 

reality is not merely discovered nor does it exist prior to its social invention (Kim, 

2001). Kukla (2000) agrees that properties of the world of the world are invented by 

members of society collaboratively.  Hein (1991) posits that learning is a social 

activity associated with casual acquaintances, peers, family and people. In the 

consideration of learning as a premise, McMahon (1997) expounds that social 

constructivism has the view that it is a social process, which does not depend on 

individualistic learning, nor does it entail the passive development of a person’s 

behaviour that is impacted by external forces. 

Both the bio-ecological and the social constructivist theory take cognisance of the 

vital impact of the environment and social interactions that extend to knowledge 

formation. The gist of both theories mesh into the dynamics of this study where there 

is much that needs urgent attention regarding mainstreaming and lecturer issues to 

promote a fully transformed, adapted environment preventing the marginalisation of 

students with special needs.  

1.8 CONTEXT OF THE STUDY 

This study was undertaken in the province of KwaZulu-Natal in South Africa. Three 

campuses of five colleges were chosen, all of which fall under the auspices of the 
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Department of Higher Education and Training (DHET). The study is centred on the 

experiences of lecturers with students that have SEN within mainstream classes. A 

myriad of issues exists within these campuses with regard to the qualifications of 

lecturers and readiness of the colleges in terms of implementation of inclusive 

practices. The aim of this study was to extract information from both lecturers and 

management on the status quo of inclusivity within the public TVET institution.  

1.9 DESCRIPTION OF RESEARCH METHODOLOGY  

This section addresses the methodology and research method used in the 

investigation. A brief overview of the research design, paradigm, sampling and data 

analysis is provided in the sections that follow. 

1.9.1 Research Paradigm 

An interpretivism paradigm was adopted with a view to ascertaining the experiences 

of lecturers with students with SEN in mainstream classes. Davies and Fisher (2018) 

assert that a research paradigm comprise of a distinct set of assumptions of reality, 

the creation of knowledge and of what is important and valuable to learn. Kivunja 

and Kuyini (2017) concede that it is the conceptual lens via which the researcher 

ascertains and examines the research methods and indicates how the analysis of 

data will occur. This interpretivist paradigms elucidate the need for this study where 

participants chosen were directly involved from the student registration process to 

teaching. By using these paradigms, the researcher could gauge from the views of 

participants the actual experiences within mainstream classes and the notions of 

management on issues of inclusivity. Morgan (2007) makes special reference to 

research using the interpretivist paradigm, as exhibiting characteristics such as 

context which is vital for knowledge, that knowledge is created by the findings which 

can be value laden and that these values must be explicit. They further maintain that 

there is a vital need for individuals to be understood and underscore the notion that 

beliefs and realities are multiple and socially constructed.  

1.9.2 Research Approach 

A qualitative approach was engaged for the study. The researcher employed a 

qualitative approach as it provides a thick, rich description of data directly from the 

participants. Qualitative research places its fundamental core on the post-positivist or 
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constructivist beliefs (Teherani, et al., 2015). There is an alignment between the 

belief system underpinning the research question and the research approach which 

contributes to a rigorous process emanating from qualitative research (Teherani et 

al., 2015). The dynamics of the study via the qualitative method provide a multi-

dimensional, multi-faceted approach for extracting information from participants. This 

includes all lecturers and management from whom the information obtained can be 

from interview transcripts. 

1.9.3 Research Design 

A case study design was used as it succinctly focuses on the social and lived 

experiences of individuals. Feagin, Orum and Sjoberg (2016) assert that a 

researcher employing a case study approach can closely observe actual people, 

understand what motivates them and make informed claims about how their 

collective and personal lives have been shaped. Thus, a case study is a useful 

strategy for social analysis. Creswell (2014) contends that case studies in a 

qualitative design where the researcher investigates an event, programme, process 

or one or more persons can elicit detailed information through the use of a range of 

data collection procedures over a sustained time. The case study method was 

chosen to comprehensively explore the experiences of all participants, aiming to 

understand how lecturers handle learners with special learning needs in mainstream 

classes. It also explored the answer to the “what” questions besides the “why” and 

“how” (Crowe et al., 2011; Adam, 2021).  

1.9.4 Data Collection 

Data collection was comprehensive and the researcher paid careful attention to the 

data collection process. The study was done using interviews and observations with 

field notes. 

Interviews were conducted with all participants and recordings made for further 

reference. Interviews using semi-structured interview questions allowed for probing 

where a follow-up question was required, or information was unclear (Appendix G 

and H). Field notes were taken in an unobtrusive manner so as not to distract 

participants. Field notes allow for observation of non-verbal communication which 

the researcher has access to for cross-referencing purposes. Predominantly, field 
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notes provide for the construction of rich, thick descriptions of interviews cementing 

the context of the study (Phillipi & Lauderdale, 2018). Class visits were conducted to 

observe the engagement of lecturers and students (Appendix F). It was imperative 

that the researcher understood the dynamics of mainstream classes and whether 

any interventions or changes in strategies occurred for the special learning needs 

students.  

1.9.5 Sampling 

The researcher chose purposive sampling as participants selected were information-

rich staff who dealt with students on a daily basis. The sample included senior 

management and campus managers to glean an understanding of inclusivity 

together with the experiences within the TVET college. The sample consisted of 

three senior managers based at the central office, three campus managers and 12 

lecturers. The sample allowed the researcher to ascertain a critical and deep 

understanding of the research problem (Creswell, 2012). Ames, Glenton and Lewin 

(2019:1) contend that purposive sampling mitigates the impact of collecting too much 

data and state that this technique is a means of “achieving a manageable amount of 

data”. 

1.9.6 Data Analysis 

This study used the qualitative content analysis (QCA) method. The idea is to work 

in a systematic fashion in order to proceed through the mass of data for the 

identification of themes and sub-themes and for the establishment of patterns and 

trends. The researcher noted the overwhelming amount of data collected and took 

time to sift through it to get to the core issues. QCA is a method that proved most 

viable approach for the current study. This is a process which is meaningful for the 

coding and categorising of data obtained.  

Elo and Kyngas (2008:107) maintain that when one uses QCA, the idea is to “build a 

model in conceptual form” for the description of the phenomena under study. For 

purposes of this study, the researcher noted that QCA may be both deductive and 

inductive and comprises of three distinct phases, “preparation, organising and 

reporting”. The preparation phase embraces both the deductive and inductive. The 

inductive content analysis is from where concepts emerge as deductive content is 
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ascertained when “the structure of analysis is operationalised based on prior 

knowledge held” (Elo & Kyngas, 2008:107). 

1.9.7 Ethical Measures 

Ethics is a defined set of concepts that should be adhered to, to ensure validation of 

the study. Permission was obtained via a clearance certificate from the UNISA ethics 

board. Once permission was obtained the TVET central office was approached and 

permission was received from the academic head authorising the study to be 

undertaken. All three campuses received letters to participate in the study which 

were positively reciprocated. Equally all participants received letters that were signed 

approving their willingness to participate in the study.  

Ethical measures are a profoundly sustained method of following correct procedures, 

especially in this study as the study occurred within the COVID-19 pandemic. The 

researcher took cognisance of this critical period and ensured that requirements and 

measures be taken for the compliance with COVID-19 protocols, including sanitised 

venues, social distancing, sanitisers and masks. In meeting the ethical requirements, 

the researcher ensured that there was informed consent given by all participants. 

Participants were advised of their rights to withdraw at any time without penalty, 

confidentiality, beneficence, protection from harm and the communication of results.  

The study used pseudonyms to ensure that all participants were protected from 

being identified.  

1.9.8 Relevance of the Study 

As a lecturer immersed within the TVET sector for the past seventeen (17) years it 

has become apparent that many students with special learning needs attend college 

classes without being able to receive education that is provided by trained IE 

lecturers. Conversations have continuously arisen around the difficulty of providing 

relevant and adequate attention to meet the needs of students with special learning 

needs within mainstream classes. This is where core issues of the frustration of 

lecturers have emanated from. Lecturer experiences have inevitably a direct 

negative impact on mainstreaming students with SEN. Even though EWP6 exists, 

little direction is provided as to how learners with SEN should be accommodated 

within a mainstream TVET college system. The researcher’s motivation for the study 
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stems from the observation as to while there is access to students with special 

needs to study at Colleges, other fundamental issues like adaptation and provision of 

relevant materials is problematic. Another critical area is the training of lecturers in 

the area of IE remains largely neglected negating the success of students. This 

contributes to teaching and learning being extremely difficult for both lecturers and 

students in mainstream classes. The researcher felt motivated to conduct a study 

with the aim of creating awareness around current issues of practice, implementation 

of policy and accountability to integrate all students within a mainstream class 

effectively 

Trustworthiness 

 Eryilmaz, Ö (2022) believes that trustworthiness is the most critical factor which 

influences the rigour in qualitative studies. In enhancing trustworthiness, Haq et al., 

(2023) asserts that appropriate data analysis procedures, connection with theories, 

various data collection techniques remain fundamental to comprehend for application 

of trustworthiness in a qualitative study. Triangulation, member checking 

transcription that are detailed, coding and systematic planning are means for 

ensuring rigour and trustworthiness (Gunawan, 2015). Due cognisance of elements 

of trustworthiness to ensure a study embodying quality was undertaken. The 

researcher expounds further on this element in chapter 4.  

1.10 DEFINITION OF KEY CONCEPTS 

1.10.1 TVET (Technical Vocational Education and Training) Colleges 

TVET colleges previously referred to as FET (Further Education and Training) 

colleges are post-school institutions that offer vocational and skills courses. 

Vocational courses allow for students to work towards an NQF Level 4 Certificate for 

articulation purposes while other courses are industry-based qualifications that 

prepare students for employment possibilities.  

1.10.2 TVET Lecturer 

Lecturers are employed by TVET colleges to teach the programme offerings of the 

institution. These lecturers have different qualifications ranging from Certificates in 

Education to Master’s and Doctoral degree qualifications. 
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1.10.3 Inclusive Education 

The EWP6 (DOE, 2001) refers to inclusive education as a means of creating single 

institutions to accommodate all students. Inclusive education provides for students 

irrespective of race, gender or disabilities to learn in a conducive environment that is 

responsive to individual needs. 

Artiles, Kozleski, Dorn and Christensen (2006) and Russell, Scriney and Smyth 

(2023) regard inclusive education as the placement of students with SEN in 

mainstream settings, with other students without disabilities. Inclusivity should be a 

thriving phenomenon and new concept. It has become necessary to deliberate 

around issues of effectiveness of mainstreaming students with disabilities with the 

‘normal students’, and work towards supporting lecturers.  

1.10.4 Inclusive Classrooms 

Inclusive classrooms are classrooms wherein students with or without learning 

disabilities learn together without any discrimination (Penner,2018). 

Lecturers/educators within an inclusive classroom are at all times responsive to the 

varying needs of students whether it involves the adaptation of strategies for learning 

or adaptation of curricula (Otukile-Mongwaketse et al.,2016).  

1.10.5 Students with Special Learning Disabilities 

Differentiated teaching methods are required for students with disabilities as this may 

include any learner that may have previously been placed in special institutions or 

schools and are now in a mainstream TVET college system (Strogilos et al., 2020). 

1.11 CHAPTER OVERVIEW 

The chapters for this study is laid out as follows: 

Chapter 1: Overview of the entire study 

Chapter 2: Provision of the theoretical frameworks underpinning the study which 

include Bronfenbrenner’s ecological system theory and Vygotsky’s social 

constructivist theory. 
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Chapter 3: A comprehensive account of global and local literature is encapsulated in 

this chapter. 

Chapter 4: The research design and methodology is critical for this study and is 

contained in this chapter. An explanation of the paradigm is articulated together with 

the methodology, design, sample selection, collection of data and final analysis  

Chapter 5: This chapter formulates a presentation of the interpretation of the findings 

and analysis 

Chapter 6: Here is where policy, theory, conclusions and the implications for practice 

are discussed. Recommendations arising from this study are presented. 

1.12 SUMMARY OF CHAPTER 

The chapter provides a glimpse into what follows in the subsequent chapters. The 

focus is on the experiences of lecturers with students with special learning needs 

within mainstream classes in TVET campuses. Highlighted factors draw on staff 

training, an inability to accommodate students effectively due the lack of knowledge 

on what to do. The establishment of viable structures is a problem, as is the student 

registration process with the knowledge that campuses are not equipped for 

mainstreaming without the necessary resources. The research aims, questions, 

objectives and rational of the study were presented. The bio-ecological theory and 

the social constructivist theory make up the theoretical framework. The qualitative 

approach was introduced and the use of a case study was highlighted. Ethical 

principles provide for the integrity of the study. In essence, this brief summary 

provides a trajectory for the chapters to follow. The chapter further lends itself to a 

comprehensive notion that there is still much to be done within TVET campuses. The 

next chapter outlines the theoretical framework for the study.  
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CHAPTER 2: THEORETICAL FRAMEWORK 

“Any fact facing us is not as important as our attitude toward it, for that determines 

our success or our failure”- Norman Vincent Peale 

2.1 INTRODUCTION 

According to Wentzel (2016:15) “in the context of research, a theoretical framework 

refers to theories that are formulated to explain, predict and understand phenomena 

and, in many cases, to challenge and extend existing knowledge within limits of 

critical bounding assumptions”. Rosenbaum (2010) extends his view on the 

existence of many theories that emerge in childhood. This explains ideas 

surrounding behavioural, cognitive and biological and development of personalities. 

Rosenbaum (2010) further refers to traditional theories of development including 

Piaget’s theory on cognitive development (Inhelder, Sinclair & Bovet, 1974), Gesell’s 

Ethological theory (Gesell & Amatruda, 1947), Erikson’s psychosocial theory and 

learning theories (1964), all of which focus on the development in normal individuals. 

Erikson (1964) agrees that these theories place their focus on environmental, 

parental and biological factors which results on a ‘right’ path of development and 

ignores issues of disability. 

Christenson (2016: 22) argues that in 

Defining your own values is often difficult as they are deep inside yourself. 

Your selective perception is an unaware consequence of the variety of 

information which characterises our surrounding environment. A frame of 

theories and methods as well as empirical observations chosen when looking 

at specific objects is highly dependent on the result of the selective process 

which every human being undergoes in his or her upbringing, working life, 

education etc. We see limited parts of reality, partly what we want to see and 

observe. Some problems are chosen, and others ignored. 

Before we look at the theoretical frameworks for this thesis, it is important to 

understand how disability is classified as this will give us a greater understanding of 

the application of the theories that follow. The next section highlights the theoretical 

and conceptual framework underpinning this study and comprises the models of 

disability associated with the research. 
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2.2 MODELS OF DISABILITY  

2.2.1 The Human Rights Model 

The human rights approach to disability is underscored by the UN Convention on the 

Rights of People with Disabilities United Nations (2006) while the White Paper on the 

Rights of Persons with Disabilities (Department of Social Development, 2016) 

acknowledges that all human beings have equal rights in society. This view 

advocates that persons with disabilities must be protected and that their human 

rights are realised and not violated (DHET, 2018). 

2.2.2 The Social Model 

This social model is viewed as identifying people living with disabilities as an integral 

and indispensable part of society (Mutanga, 2015). As a model that has its roots in 

human rights, the model firmly entrenches the belief that it is society that places 

restrictions or barriers on people with disabilities, regarding participation in all 

spheres of life. Mutanga (2015) also advocates for the significance of this model in 

higher education with regards to the ability to promote access and inclusion within 

the system.  

2.2.3 The Medical Model 

Shakespeare (2006) concedes that the medical model remains enshrined within the 

general consensus that disability which is impairment of the individual is attributed to 

the thinking of society. This creates further oppression which cascades into 

educational institutions. The medical model creates obstacles referring to conditions 

that should be cured which remains a fatal flaw in human thinking. This model has 

been met with much criticism as it may contribute to people with disabilities feeling a 

sense of inferiority, which may prevent them from participating or contributing to 

society.  

Models of disability with specific reference to the education realm allow an 

understanding of disabilities. Stoyles (2022) asserts that these frameworks provide 

an intricate lens to accessibility and inclusion. With special reference to the medical 

and social models of disability, he believes that an understanding of these models 

‘curate’ lessons that embrace the multi-faceted experiences and identities of 
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individuals who have a disability. Stoyles (2022) views the models as a roadmap for 

an inclusive classroom where the needs of all students are met. 

Often there may be a level of disengagement between students and lecturers. 

Students with disabilities are viewed as unable to learn. These students may face 

isolation or total exclusion within the mainstream class. Students presenting some 

type of disability may also feel unequal to their peers, affecting their social 

interactions, with the notion that may affect their ability to participate effectively.  

Two theories form the theoretical framework of this study, namely, Bronfenbrenner’s 

bio-ecological systems theory and Vygotsky’s social constructivist theory. Crotty 

(1998) espouses that knowledge is constructed and is achieved during the 

interaction of people where it is developed and transmitted in a social context. The 

underlying construct of interactive learning remains a common element in social 

constructivism. Below the researcher discusses the two theories. 

2.3 BRONFENBRENNER’S MODEL OF INCLUSIVE EDUCATION 

Urie Bronfenbrenner (1917-2005) is regarded as one of the greatest theorists in 

developmental psychology. His work defined the critical role between the interplay of 

the child and the structures that exist around him. Bronfenbrenner's (1979) 

framework offers insight into the crucial aspects of child development, which are 

influenced by the positive or negative interactions the child experiences with those 

around them. 

Bronfenbrenner in his 1976 seminal publication ‘The experimental ecology of 

education’ adapted the theory to embrace the field of education (Anderson, Boyle & 

Deppeler, 2014). To understand the experiences of lecturers and students in TVET 

colleges in mainstream classrooms, Bronfenbrenner identifies two determinants of 

student learning. These are the characteristics of the student and the environment in 

which he exists and the interconnections and relationships that are contributory 

factors to the development of the student.  

Bronfenbrenner (1976) as cited in Anderson et al. (2014:6) refers to the 

environments in which a student exists as a “nested arrangement of structures”, 

which includes five systems. These five systems include the microsystem, 

mesosystem, exosystem, macrosystem and the chronosystem. The focus later 
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changed and was reconceptualised as the bio-ecological system (Anderson et al., 

2014). 

These changes revealed a major focus on the effect of the environmental influence 

on the development of the child, subsequently changing it to focus on the 

experiences a human being through during his life course (Anderson et al., 2014). 

Bronfennbrenner (1976) noticed that the ecological systems theory model presented 

far more, than the relevant characteristics of the developing individual. Anderson et 

al. (2014) posits that inclusive education is not a local problem, and that globally, 

very few educational institutions including schools, embrace the provision of a fully 

inclusive system.  

Lippard, Paro, Rouse and Crosby (2018), using Bronfenbrenner’s theory, conducted 

an investigation on teacher–child relationships through classroom observations and 

reports by teachers. The findings revealed that these relationships played an integral 

role in the academic achievement of the classroom behaviour, indicative of the 

importance of the ecological systems theory for the student’s development (Guy-

Evans, 2020). Schools with a positive ethos that embraces inclusivity and diversity 

significantly impact all stakeholders within the institution. Such an environment 

positively influences students, creating an atmosphere that should mitigate negative 

behaviours. Students, being impressionable, will internalise the prevailing ethos, 

which can profoundly affect their development, either positively or negatively. 
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Figure 2.1: Bronfenbrenner’s ecology of inclusive education 

Source: (Anderson et al., 2014).) 

The current study seeks to move away from the suggestions underpinning the 

medical model which simply sees disability as something that is “wrong with the 

person’s mind or body where little can be done to ‘fix’ the child”. In essence, that is 

where the child becomes a non-functional entity with nothing to contribute to society. 

However, the bio-ecological theory views this scenario differently, explaining 

emotional disturbances as resulting from negative interactions between a person and 

their environment. It highlights how the environment affects the person and vice 

versa, showing a bi-directional influence. 
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In understanding the complex struggles of students and lecturers, the bio-ecological 

model provides a lens through which the study can be understood. This study is  an 

appropriate means for the understanding of the various interrelated and influential 

aspects in the implementation of inclusive education in mainstream schools. This 

study also analyses the implementation of inclusive education in mainstream classes 

in TVET colleges, where daily interaction occurs among a diverse contingent of 

students. 

Since Bronfenbrenner’s (1979) publication, the ecology of human development had 

widespread influence on how psychologists and other scholars have approached the 

study of human beings and their environments. From the family to political and 

economic structures, this ground-breaking work focusing on human ecology has 

been espoused as a part of the course of life from childhood to adulthood.  

The fundamental tenet of Bronfenbrenner’s theory (1979) is the development of the 

child within the many systems that exist. In essence, the student does not exist in 

isolation but is exposed to a number of outside influences that are embedded within 

his existence and interrelated with aspects outside of himself. Bronfenbrenner 

identifies the systems through which human beings traverse, leading to their shaping 

and development. This notion places an even greater duty on structures within 

Bronfenbrenner’s systems theory to ensure that students with disabilities will require 

time to adjust from a system of exclusion to one of inclusion. In 1992, 

Bronfenbrenner extended his work to include children with disabilities and how they 

interact in a normal system whether it is home or school. 

2.3.1 The Microsystem 

The first level of Bronfenbrenner’s theory is the microsystem. These are the 

elements that have direct contact with the child who is an active participant and 

forms part of the immediate environment. Examples include peers, siblings, teachers 

and parents that have an impact on the child in this immediate area. Relationships in 

this area have a bi-directional influence, where the child can be influenced by others 

and equally is capable of having an impact by changing the beliefs of others (Guy-

Evans, 2020). Guy-Evans (2020) refers to the microsystem as being one that is 

personal and critical to fostering and nurturing the child. Examples include parents 

who exhibit strong, positive and loving relationships towards their children, whereas 
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on the other hand, parents who display little or no affection have a negative effect on 

the development of the child. Bronfenbrenner reflects on the unpredictability and the 

instability of family lives that has been created by economics and regards it as a 

destructive entity concerning the development of the child (Addison, 1992). 

Anderson, Boyle and Deppeler (2014) describe the microsystem as one that 

envelops the learner directly and experiences both formal and informal learning, 

including the social aspects of the educational institution. They provide examples of 

staff, teachers, non-teaching staff, peers, learning spaces, classroom routines and 

cultures, playground and resources. In the context of the current study, the 

implementation of inclusive education will result in the development of interactions 

between students, peers and lecturers with a special focus on relationships within a 

mainstream classroom. 

2.3.2 The Mesosystem 

The mesosystem encompasses the activities between the microsystems of the child. 

It is here that interactions take place between teachers and parents, school peers 

and siblings (Guy-Evans, 2020). The microsystems of the child do not function 

independently but are connected to each other, each one having an impact on the 

other. The mesosystem points to the functionality of the factors in the microsystems 

which do not work in isolation. Instead, there is a constant and dynamic change in 

relationships, reflecting a continuous and fluid interconnectedness among the 

students within the system. An example given by Guy-Evans (2020) is that if 

teachers and parents of the child maintain a good relationship, the child will absorb 

the positive effects of this interaction. On the other hand, the negative effects will be 

evident in poorly maintained relationships between a child’s parents and 

schoolteachers. In addition, the child may fail to maintain healthy, positive relations 

as they develop. In TVET colleges, this could affect relationships and interactions 

between the LSEN and their counterparts that do not. Bronfenbrenner’s ecological 

theory at this level creates a viable platform for understanding the need for 

collaboration between parents or caregivers of students in ascertaining the academic 

position of a student in an inclusive classroom. It provides a means of offering the 

necessary support where students experience barriers. In a mainstream classroom, 

lecturers may offer additional assistance with a view to assist in elevating students’ 
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levels of confidence and self-esteem that assist their capability towards success. 

Lecturers must also be sensitive to the backgrounds of the student in order to make 

informed decisions on what assistance is appropriate for the students in an inclusive 

setting. Parents or caregivers of students with special needs will play an integral role 

in liaising with lecturers on the behaviour, characters and problems of students. 

Parents and caregivers have the necessary information as they live with the student. 

Critical information can be conveyed to lecturers to assist in the proper and 

necessary preparation for accommodation purposes. Collaboration should be 

ongoing with the necessary feedback to assist the student adequately. 

2.3.3 The Exosystem 

The exosystem is the sphere where the child is not a direct participant; however, 

they can be affected by the actions of others. Even though the child is not 

recognised as a direct participant in the exosystem, Bronfenbrenner (1979) and Guy-

Evans (2020) contend that this component is inclusive of formal and informal 

structures of the DOE which is not directly dealing with the child but indirectly has an 

effect that is influential on one of the microsystems. External experiences, such as 

the parents’ workplace, the neighbourhood, and mass media, are environments 

where the child is not directly involved but may still profoundly affect them. For 

example, a parent who has had a stressful episode at work or is unable to provide 

adequate nutrition for their child due to job loss might take out their frustrations on 

the child, leading to negative developmental outcomes. Other influential factors 

include authority and collaboration patterns, values and ideology, school culture, 

leadership structures, policies and procedures, school rituals, and the overall school 

community (Anderson et al., 2014). Lecturers need to be aware of student 

behaviour. Where students exhibit poor or changing academic performance, 

additional attention and support must be offered to these students. 

2.3.4 The Macrosystem 

The macrosystem places an emphasis on the attitudes and ideologies of culture. 

According to Malahlela (2017: 14) citing Hárkönen (2007) define the concept of the 

macrosystem as a concept that has changed: 
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to consist of the overarching pattern of the micro-, meso and exosystems 

characteristics of a given culture, subculture or other broader social context, 

with particular reference to the developmentally-instigative belief systems, 

resources, hazards, life styles, opportunity structures, life course options and 

patterns of social interchange that are embedded in each of these systems.  

Anderson et al. (2014: 7) add that: 

It encompasses the varying contexts in which the school exists – social, 

political, historical and global – as well as other factors such as the education 

system or systems, current agendas (standardisation of student achievement 

and professional performance; increased accountability), and, if applicable, a 

mandated curriculum  

The cultural elements of ethnicity, poverty, wealth, socio-economic status affect the 

development of the child (Guy-Evans, 2020) and seeks to expose how the 

immersion of a child within his culture may have an influential impact on how the 

child perceives certain events that transpire during the course of his life. Guy-Evans 

(2020) expounds on how the macrosystem consists of an already established society 

and environment. The attitudes and ideologies of culture are slowly ingrained in the 

child as he develops and absorbs what is happening around him. An example 

illustrating the child's experience within the macrosystem is the difference in 

development between a child raised in an affluent family and a child raised in 

poverty. In this context, the contrasting backgrounds and lifestyles can significantly 

influence the development of the child in an inclusive classroom.  

2.3.5 The Chronosystem 

The chronosystem is the final level of Bronfenbrenner’s ecological systems theory. 

This system makes up the environmental changes that take place over time which 

influences the development of the child, including historical events and other 

transitional life events (Guy-Evans, 2020). Examples include normal life events like 

entering a new grade and non-normative transitions like parents divorcing (Guy-

Evans, 2020). According to Anderson et al. (2014), this system succinctly considers 

the movement of time, and how this influences the learner. “As the ecology of 

inclusive education framework has been designed with the learner at its centre, the 
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timeframe for this system is that of the learners’ enrolment within formal education – 

the years of primary and secondary schooling” (Anderson et al., 2014: 7).  

In keeping with the theory, Paquette and Ryan (2001) agree that interactions which 

occur during the maturing of the child, the environment, communities and immediate 

family, together with the societal landscape steer and fuel his development. The 

understanding of the ecological system is fundamental in ascertaining how a child 

receives support from the structures from within the education system. The 

development of the child is also observed by surrounding members of the community 

including his interaction with the environment (Paquette & Ryan, 2001). 

Children admittedly need to be brought up holistically. Relationships to enhance 

interconnectedness must be formed to create interdependence among children, the 

community, teachers, family members and other social structures. An incident 

occurring in a single area invariably has a ripple effect on all other systems. 

Bronfenbrenner’s theory underpins the effects of a child with a disability being 

integrated in a normal school will inevitably create the need for vital changes to be 

made, whether it be to the curriculum or simply accommodating all students equally.  

It remains imperative that no child should be brought up in isolation. Healthy and 

functional development depend on relationships. Paquette and Ryan (2001), 

referencing Bronfenbrenner's work, note that child development occurs holistically, 

emphasising children's reliance on interactions with those around them. Schools, 

colleges, and universities are deeply embedded in their surrounding communities, 

creating a constant interdependence that significantly contributes to a child's 

development 

The DHET ultimately remain the policymakers for TVET colleges, and the body that 

is responsible for qualified and well-trained teachers, provision of adequate 

resources, the presentation of an adapted curriculum for all students and, most 

importantly, the monitoring of institutions to ensure their provision of education to 

students with disabilities. Higher education institutions need to embrace the concept 

of collaboration together with all stakeholders that play a critical role in the holistic 

development of the students.  
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The ecological systems theory delves into the dynamics of the relationships of the 

child and the interconnectedness with the structures in the environment surrounding 

him. In the instance of LSEN, the dynamics may change and produce an unequal 

system where little or no attention is offered within schools. However, not all LSEN 

achieve positive outcomes. Anderson et al. (2014) question the ramifications of 

unequal outcomes, claiming that exclusion affirms higher levels of unemployment, 

poorer housing, rising crime rates and the individual being totally excluded from 

society. They also mention other critical issues, among them an increase in mental 

health issues, substance abuse, higher levels of teenage pregnancy and a lower life 

expectancy.  

In essence, Anderson et al. (2014) concede that excluding people from education 

clearly negates any chance of advancing towards a just society, but could very well 

be the antithesis of such a society. In order to strive towards equality and to increase 

economic viability, inclusive education must contribute to increasing the skills of the 

LSEN and enhance productivity. 

2.4 SOCIAL CONSTRUCTIVIST THEORY 

Social constructivism is the second theory underpinning this study. Many scientists 

today agree that cognitive development is shaped by culture, how and what will be 

learned and the impact on psychological processes. It remains deeply rooted in the 

works of the post-revolutionary Soviet psychologist Lev Vygotsky known as the 

father of cognitive learning. Vygotsky made the assumption that functions in a child’s 

development appear twice: firstly, on a social level and then later on the individual 

level.  

Social constructivism has a clear focus on learning being a social process. Groups 

are integrated for meaningful learning to take place. Social constructivism shifts the 

responsibility of knowledge acquisition from the teacher to the student and 

transforms the student from a passive listener to an active participant and a co-

constructor of knowledge among co-learners (Akpan et al., 2020). In as much as 

Vygotsky aligned himself within the field of Piaget and Perry as astute cognitive 

scholars, there were distinct differences in how each one believed learning took 

place. The researcher for purposes of this study places a direct emphasis on the 

social constructivist theory of Vygotsky. Vygotsky rejected the intimation of Piaget 
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and Perry that the possibility existed that learning could be separated from the social 

context.  

Vygotsky (1978) argued that learning did not simply emanate from the knowledge of 

learners through assimilation and accommodation but must be looked at as 

originating from social interactions. The diagram below dictates the narrative of 

Vygotsky on the many facets surrounding social constructivism.  

 

Figure 2.2: Social constructivism theory 

Source: Wordpress.com (n.d.)  

Akpan et al. (2020) assert that constructivists like Vygotsky endorse language as 

fundamental as it remains a social construct and a co-construct for purposes of 

communication. The co-constructed elements are what is internalised by the person. 

Additionally, behaviourists like Botha and Kourkoutas (2016) argue that adopting a 

constructivist approach can effectively support innovative perspectives for children 



 

29 

with behavioural difficulties. They highlight that children with behavioural issues often 

face social withdrawal, lack of motivation, learning difficulties, disengagement and 

other psychological symptoms. This can have serious consequences for special 

needs students entering TVET colleges, as social withdrawal may lead to alienation, 

making it difficult for them to engage in learning. The crux of social constructivism is 

that interactive learning and sharing of ideas may present difficulties. Al-Shammari, 

Faulkner and Forlin (2019) concedes that ultimately educators must be well-

equipped with a thorough understanding of suitable constructive approaches to 

provide the necessary support for LSEN attending mainstream classes. However, 

TVET college lecturers do not have the necessary relevant training to address 

teaching and learning (Van der Bijl et al., 2019). Basic academic qualifications are 

the norm within the sector, even though mention of policy re-direction towards 

students with disabilities is being addressed. 

Al-Shammari et al. (2019) further refine this idea by recommending an eclectic 

approach, suggesting that inclusive education practices should combine 

constructivism, cognitivism and behaviourism when developing instructional 

strategies and theory-driven curricula. However, the focus on social constructivism 

deepens the understanding of conscious engagement. This engagement takes place 

through interacting with others. 

The dilemma remains that there are integral issues facing staff and questions the 

feasibility of inclusion within mainstream classes. Botha and Kourkoutas (2016) 

argue that the classroom teacher demands, the practical feasibility of inclusion and 

the, quality of support provided for students are largely dependent on the expertise 

and knowledge of educators.  

The Figure below provides a profound indication of how human beings construct 

their individual knowledge of their experiences of the world around them. This is a 

process of reflection where new encounters are reconciled with new experiences 

and a process of reconciliation occurs, often changing their existing beliefs. (Akpan 

et al,2020). Gredler (1997) postulates that social constructivism in classes should be 

an emergent process as and when the need arises. According to (Cobb, 1995; 

Gredler,1997) meaning, understanding and knowledge of the world are proponents 
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that can be drawn from the individual student or the entire class. The Figure below 

presents an intricate and graphic view of the process of social constructivism. 

The way knowledge is transformed in social constructivism is indicated below in 

Figure 2.3: 

 

 

Figure 2.3: The knowledge transformation processes in social constructivism 

Source: Jackson and Klobas (2008:169) 

2.5 RELEVANCE TO THE STUDY 

A major contribution of Vygotsky’s’ theory of social constructivism is the implied 

knowledge that students enter TVET colleges with some personal knowledge and 

social skills. However, the researcher asserts that personal knowledge may be 

significantly polarised between students with special learning needs and normal 

students within mainstream classes. The issue of socialisation that even the normal 

students struggle with at times compounds the issues that are presented when group 
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activities have to take place and co-construction of concepts and meaningful work 

need to be created. Vygotsky maintains that higher order thinking such as the ability 

to solve problems and reasoning are mediated by psychological tools (Woolfolk, 

2013). Woolfolk (2013) surmises that these psychological tools lead to 

transformative thinking and a greater mastery of their own cognitive thinking.  

With this in mind, the study highlights the complexity of curriculum, irrelevant training 

of lecturers, time and general mainstream issues that students and lecturers struggle 

with daily.  

2.6 CONCLUSION 

Rosenbaum (2010) asserts that the fundamental contribution by Bronfenbrenner’s 

bio-ecological systems theory is his suggestion that it is not just a few processes that 

contribute to the development of an individual, but the interactions of multiple 

processes across space and time. Similarly, Lev Vygotsky’s key assertion purports 

that the socio-cultural theory of the individuals and participatory actions during 

learning occur within a wider context pertaining to social practices (Almahdi, 2019). 

Almahdi (2019) postulates that attributes of the participatory actions during learning 

entwine within two fundamental processes: cultural tools including learning aids and 

symbols, signs and language and to engage in a process of meaningful learning 

content including peers, educators, parents and the immersion in other social 

interactions. The researcher notes that Bronfenbrenner, through the bio-ecological 

model, emphasises the complex and socially constructed contexts necessary for 

support and meaningful learning to occur. 

Within both frameworks, the essence revolves around meaningful interactions that 

have an impact on the development of the child. Within Vygotsky’s socio-cultural 

theory is the concept of the Zone of Proximal Development (ZPD). The ZPD is 

described as being the difference between the current limited knowledge of the child 

and what can be achieved with the assistance of a teacher, peer or any person with 

additional capabilities. Woolfolk (2013) agrees that adults often provide verbal 

prompts, known as scaffolding, to assist a child. This concept highlights how a child 

progressively becomes more cognitively adept in mastering concepts compared to 

prior isolated learning. The researcher concludes that the contributions of both 
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theorists are crucial to a child's development within their environment and socio-

cultural context. 

This reality in TVET colleges remains a point of contention as students’ cognitive 

levels are debatable on entry. In the many years that the researcher has worked in 

the TVET system, the issue of LSEN and how to accommodate them has neither 

elicited serious discussion nor effective implementation. It is glaringly evident that 

more needs to be done, yet it is an issue that is subtly ignored. This study will assist 

in opening up a new framework for inclusion within TVET colleges.  

The next chapter elaborates on the literature that supports this study although 

literature is limited in that its focus is predominantly on schools and universities. 

However, the same issues affect TVET college students. 
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CHAPTER 3: LITERATURE REVIEW 

“Be inspired with the belief that life is a great and noble calling; not a mean and 

grovelling thing that we are to shuffle through as we can but an elevated and lofty 

destiny”-William E. Gladstone 

3.1 INTRODUCTION 

This chapter provides an overview of existing literature on inclusivity collated from 

various sources. The following sections include how inclusivity is handled in other 

countries as well as studies executed in this area.  

3.1.1 The Salamanca Views on Inclusion 

The Salamanca World Conference set the precedent for international countries to 

embrace the need for all students, including those with disabilities, to be an integral 

part of mainstream education; irrespective of what disabilities they may have 

(UNESCO, 1994). Ainscow (2005:2) espouses that:  

the most significant international document that has ever appeared in the 

special needs field, the Salamanca Statement argues that regular schools 

with an inclusive orientation are the most effective means of combating 

discriminatory attitudes, building an inclusive society and achieving education 

for all.  

The statement on inclusive education created urgency where inclusion is concerned 

by providing appropriate responses to the broad spectrum of learning needs in 

formal and non-formal educational settings. Rather than being a marginal issue on 

how some learners can be integrated in mainstream education, inclusive education 

is an approach that addresses how to transform education systems and other 

learning environments in order to respond to the diversity of learners. It aims at 

enabling teachers and learners both to feel comfortable with diversity and to see it as 

a challenge and enrichment of the learning environment, rather than a problem. 

Inclusion emphasises providing opportunities for equal participation of persons with 

disabilities (physical, social and/or emotional) whenever possible into general 

education but leaves open the possibility of personal choice and options for special 
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assistance and facilities for those who need it in creating inclusive policies around 

the world. 

3.1.2 South Africa’s Adoption of the Salamanca Statement 

South Africa, like many other countries, adopted the transformational policy 

discussed at the Salamanca World Conference. However, Kalyanpur (2016) 

maintains that based on international standards, policy and practice for inclusive 

education, with reference to the UNCRPD and the Salamanca framework is 

traditionally based on Western-centred contexts. These Western-centred contexts 

are predominantly defined by resource-rich service models and are largely 

incongruous with the circumstances of persons with disabilities in non-Western 

countries (Kalyanpur, 2016). Muthukrishna and Engelbrecht (2018) assert that 

inclusive education practices and policy imperatives have, in most cases, been 

transferred without question to lower income countries. However, lower income 

countries do not always have the relevant knowledge needed for successful 

implementation. According to Muthukrishna and Engelbrecht (2018), this is largely 

evident in the exclusion of social histories, local expertise, economic realities and 

other culturally relevant knowledge.  

Muthukrishna and Engelbrecht (2018:2) further assert that “conceptualisations and 

understandings of inclusive education therefore reflect the export of thinking based 

on the development of inclusive education in high income countries, where adequate 

funding as well as highly qualified professional support structures are freely 

available”. While this may hold true in high income countries, educational institutions 

in South Africa are still struggling with grasping the concept of fully inclusive classes. 

Donohue and Bornman (2014) together with Motala and Pampallis (2020) attribute 

the current state of South African education partly to the policies that were instituted 

under apartheid. 

3.1.3 South Africa’s Constitutional Legislation 

The importance of education for all is enshrined in the Constitution of South Africa 

(Constitution of the Republic of South Africa No. 108 Of 1996) which effected 

changes in legislation for persons with disabilities. In guaranteeing equality before 

the law and in ensuring freedom from discrimination for all South Africans, Section 9 
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of the Constitution is the first right to have been listed in the Bill of Rights. This right 

gives effect to the fundamental importance of equality for all. The Education White 

Paper 6: Special Needs Education (EWP6) (DOE, 2001) is a direct response to the 

policies on reform for inclusion, ensuring that all students are granted the right to 

education, including youth with disabilities. The Bill of Rights in the Constitution of 

South Africa includes this in Section 29. The right to education in this section defines 

the responsibilities of the state to all South Africans irrespective of whether or not 

they have any disabilities. This section states that everyone has the right to a basic 

education, including adult basic education, which the state, through reasonable 

measures, must make progressively available and accessible (DOE, 2001). 

In recognition of the challenges faced by people with disabilities many developed 

nations have acknowledged the importance of inclusion in developmental policies 

where it is “recognised as an essential part of human rights concerns” (Malle et al; 

2015:57). Human rights and social justice form the cornerstone of the South African 

democracy. It is embedded within the fundamental values of the South African 

Constitution (Act 108 of 1996) and has: 

founded our democratic state and common citizenship on the values of 

human dignity, the achievement of equality and the advancement of human of 

rights and freedom (Section 1a).These values summon all of us to take up the 

responsibility and challenge of building a humane and caring society, not for 

the few, but for all South Africans. In establishing an education and training 

system for the 21st century, we carry a special responsibility to implement 

these values and to ensure that all students, with and without disabilities, 

pursue their learning potential to the fullest (DOE, 2001:11). 

3.1.4 The Education White Paper 6: Special Needs Education 

South Africa’s involvement in various international campaigns on inclusivity gave 

birth to the EWP6 as a response to embracing equal access to education for all 

students. In response to growing pressure to accommodate all students in full-

service institutions, EWP6 (DOE, 2001) was ostensibly designed to transform 

inclusive education in South Africa. This, according to Muthukrishna and Schoeman 

(2000), was to be achieved through the building of an integrated system that 

included all students through the express use of a flexible curriculum that is suited to 
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the needs and abilities of students, the developing of district-based support 

structures to provide the necessary support to teachers, and to strengthen teacher 

skills in order to cope with diversity within mainstream classes. However, concerns 

arose that LSEN which included those within mainstream education had less than 

satisfactory experiences and were not properly accommodated for (DOE, 2001).  

Historically, people with disabilities were excluded from the mainstream of society 

and experienced extreme discrimination in one form or another. Enacted legislation 

addressed these forms of discrimination and have progressively arrived at the issue 

of mainstreaming people with disabilities in normal schools. The 2006 UNCRPD 

became the cornerstone of equal constitutional rights for all. This is further supported 

by EWP6 (DOE, 2001) where all educational institutions must provide equal access 

to education including the youth with disabilities.  

3.1.5 Exclusionary Practice 

In stark contrast, Ndlovu (2019:233) asserts that students who have disabilities are 

actually excluded when it comes to learning, “because the system seeks to change 

them in order to be included rather than changing the institution to be inclusive of all 

students”. Ndlovu (2019) further posits that the original idea of inclusion is to 

engender a total transformation within the institution where all diverse students are 

included in terms of access which will help them to succeed. However, while 

previous studies revealed a positive impact for students with disabilities intending to 

integrate them into post-secondary schooling, many institutions were not in favour 

nor supportive of the idea (McKinney & Swartz, 2022). The reasoning as referenced 

by Gibbons et al. (2015) after a series of interviews on the integration of students 

with disabilities, faculty members voiced concerns that this would be a contributory 

factor to make normal students uncomfortable, and would disturb class routine 

(McKinney & Swartz, 2022). 

3.1.6 Human Rights 

UNESCO (2005) views inclusion as a process of reducing exclusion within education 

and responding to increased participation in learning among communities and 

cultures. Inclusion is also seen as a social construct that involves modifications and 

changes in content, structures, strategies and approaches, in working towards 

including all children in the normal system of education (UNESCO, 2020). 
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UNESCO (2005) endorses that all children including the youth combined with their 

individual strengths, weakness, hopes and expectations have their right to education, 

maintaining that it remains the duty of the schools system in a country to adjust their 

systems to meet the needs of the children. The Rights Framework in Figure 3.1 

provides a view of the progression of the rights of people with disabilities through 

conventions and policy interventions. 

2005  
UN Disability Convention (in progress) 

 Promotes the rights of persons with disabilities and mainstreaming disability 
in development. 

2001  EFA Flagship on The Right to Education for Persons with Disabilities: 
Towards Inclusion 

2001  
• World Education Forum  
Framework for Action, Dakar, (EFA goals) + Millennium Development goals 

Ensuring that all children have access to and complete free and compulsory 
primary education by 2015. Focus on marginalized + girls. 

1994  

Salamanca Statement &  
Framework for Action on Special Needs Education 

“… schools should accommodate all children regardless of their physical, 
intellectual, social, emotional, linguistic or other conditions. 
  “ This should include disabled and gifted children, street and working 
children, children from remote or nomadic populations, children from 
linguistic, ethnic or cultural minorities and children from other disadvantaged 
or marginalised areas or groups.” (para 3) 

1993  

• The UN Standard Rules on the Equalisation of Opportunities for Persons 

with Disabilities Rule 6  

 Not only affirms the equal rights of all children, youth and adults with 
disabilities to education but also states that education should be provided in 
“an integrated school settings” and in the “general school settings.” 

1990  • The World Declaration on Education for All   (Jomtien Declaration) 

1989  
•  UN Convention on the Rights of the Child  

Ensures the right for all children to receive education without discrimination 
on any grounds 

1948  
•  Universal Declaration of Human Rights 

Ensures the right to free and compulsory elementary education for all 
children 

Figure 3.1: Timeline of the rights framework for inclusion 

Source: UNESCO (2005:14) 

3.1.7 Global Strategies 

In a world marked by unprecedented challenges Reed and Rudman(2023) assert 

that the  world is facing unprecedented challenges indicative of the need for 

evidence –informed solutions. The authors elaborate on the increasing need to 

undertake or provide support to academics, policy makers ,practitioners , academics 

and research funders in a race to undertake research which achieve results that are 

contributory to a tangible impact on  practice and policy. 
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. 

According to Makoelle (2014) international literature regarding strategies for teaching 

practices in classrooms is effective in the promotion of inclusion ‘evolves in two 

dichotomous positions’. First Makoelle (2013, 2014) underscores the importance of 

adopting specific strategies and teaching practices to promote inclusion. The author 

refers to the European Agency for Developments in Special Needs Education (2003) 

which places emphasis on fundamental aspects like collaborative teaching, 

collaborative learning and collaborative problem-solving that is inclusive of 

heterogeneous grouping and teaching that is effective in the promotion of inclusion in 

European schools. However, Verster (2024) argues that collaborative learning due to 

its complexity remains a significant concern in South African classes for students 

and instructors. 

Even though much of the research has been carried out in the United Kingdom, 

countries as diverse as Zambia, Spain, Romania, India, China and Brazil have also 

participated in projects (Ainscow, 2000). The research focus was on : development 

of practice within classrooms (Ainscow, 1999, 2000b; Ainscow, Howes, Farrel & 

Fankham, 2003); development of the school (Ainscow, 1995; Ainscow, Barrs & 

Martin, 1998, Booth & Ainscow, 2002); development of teachers (Ainscow, 2002) 

practices in leadership (Kugelmass & Ainscow, 2004); systemic change (Ainscow & 

Haile-Giorgis, 1999; Ainscow, Farrel & Tweddle, 2000), with special importance 

being placed to the role of school districts (Ainscow & Howes, 2001; Ainscow & 

Tweddle, 2003).  

3.1.8 Framework for Change 

Research of this type allows for the development of frameworks in order to provide 

various contexts within which people can work and analyse working situations 

(Ainscow, 2005) 

Ainscow (2005:3) postulates that “it is intended to help us focus on factors that bear 

on inclusive developments within an education system and more importantly it 

specifically places our focus on possible ‘levers’ that can help to move the system 

forward” within educational institutions. 
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In the framework below the focus is on schools. This reinforces the idea that 

inclusion should be moving towards the increased capacity of local mainstream 

schools to accommodate and support a widely diverse range of learners. Ainscow 

(2005:4) citing Senge (1989) “sees ‘levers’ as actions that can be taken in order to 

change the behaviour of an organisation and those individuals within it”. Ainscow 

(2005) asserts that this is the paradigm shift that the Salamanca Statement had its 

focus on. The author further argues that moving towards inclusivity supports the 

development of schools, instead of just attempting to integrate groups of students 

which are vulnerable into already existing systems. 

 

Figure 3.2: Levers for change 

Source: Adapted from Ainscow (2004:4) 

Ainscow (2005, Aldridge & Mclure 2022,Opoku, 2023) believes that the barriers 

experienced by students emanate from current ways of thinking and contends that 

the framework provides the levers that will assist the easing of systems towards a 

direction of inclusivity. Consequently, Ainscow (2005:2) expounds on the strategies 

that are relevant for the development of inclusive practices in order to “involve 

interruptions to thinking, in order to encourage an exploration of overlooked 

possibilities for moving practice forward”. 

3.1.9 Barriers Impact on Inclusivity 

Stats SA (2022) revealed that 80%  of disabled people in the age group of 20-24 are 

still not attending tertiary education institutions. Van der Merwe of the Daily Maverick 
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in a statement made on the 15 August 2017 ( Daily Maverick ,15 August 2017) 

maintains that many people still face multiple barriers. Across population groups 

almost four times as many white respondents had achieved higher levels of 

education as opposed to black respondents. In addition, female students constantly 

remain disadvantaged. Statistically, half a million children with disabilities were left 

out of the education system. This results in exclusion extending beyond simply 

leaving children out of academics to the number of people graduating, which 

eventually reduces the absorption of people with disabilities into the labour market. 

In addition, people with severe difficulties make up only 5.3% who attain higher 

education qualifications while 24% end up with no education at all. It is untenable 

that there are still no higher education or special education facilities that are 

sufficient for the majority of LSEN in South Africa. Very few, if any, well-equipped 

institutions are available or prepared for purposes of accessibility for disabled 

students. TVET colleges remain in this category with no adequate facilities, properly 

trained lecturers or classrooms to accommodate LSEN. 

3.1.10 Lack of Specific Legislation 

Mutanga (2017), in researching inclusive education, found that despite attempts at 

transforming some universities, LSEN still experienced feelings of exclusion and 

disadvantage. Currently there is no specific legislation that takes into account 

disability issues in South African higher educational institutions, and data remains 

scant (Mutanga, 2017). Mutanga (2017) further argued that proper inclusion should 

be supported by policies and should include support that is academic, social and 

financial. He further found it problematic that LSEN are simply lumped together as a 

homogeneous group. LSEN attending educational institutions do not display only a 

single special need that can easily be managed. The number and types of varied 

special needs require specialised assistance that can be managed through the 

establishment of properly constructed support structures. Students who present with 

special needs are part of the general population of students. No additional support 

exists for those that present with any intellectual disabilities which are among the 

impairments that have been identified. Consequently, they end up leaving the 

system or failing. 
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3.1.11 Inadequate Support Structures 

In a case study, Munyaradzi and Addae (2018) explored the effectiveness of 

psychological support services offered to a sample of 30 purposively selected 

students at a TVET college in South Africa. Muyaradzi and Addae (2018) articulated 

that students attending TVET colleges experience multiple psychological challenges, 

which can have their positive academic gains adversely affected. Findings indicated 

that psychological support services contributed to improved retention, better 

academic performance, improved attendance and most importantly enhanced the 

certification rate. They recommended that institutions establish connections with key 

stakeholders, including psychological professional bodies, the DHET and the 

Department of Health, and should foster relationships with other TVET colleges to 

share information on providing psychological services to students (Munyaradzi & 

Addae, 2018). 

3.1.12 Conclusion of 3.1 

The explanation above sets the foundation for the literature reviewed in this study. 

This literature is crucial in addressing the experiences of TVET lecturers with 

students who have learning disabilities in mainstream classrooms and in developing 

an effective inclusive training system. In this study, the terms ‘learning disabilities’ 

and ‘special needs’ are used interchangeably. 

Although literature on inclusive education is limited, three consistent factors emerge 

despite using varied terminology (Anderson et al., 2014). Essentially, authors such 

as Aspin (2007), Booth & Ainscow (2002) and Hattie (2012) describe these factors 

as fostering engagement in learning and participation, encouraging shared 

experiences and collaboration among all students through structured learning, and 

valuing individuals by respecting, accepting and acknowledging their capabilities. 

3.2. DEFINING AND UNDERSTANDING LEARNING DISABILITIES 

3.2.1 Defining Learning Disabilities 

Many definitions of learning disabilities exist. Gupta and Yadav(2024) refers to 

learning disabilities as a general term with reference to a heterogeneous set of 

disorders which manifests itself in the acquisition and the use of speaking, listening, 
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reading, reasoning, writing or mathematical abilities.  Guptar and Yadav (2024) 

further articulate that learning disabilities are also linked to psychological factors 

which include, maturity, development, mental retardation, emotional disturbance,  

and sensory impairment. 

These disorders are intrinsic to the person and are presumed to be due to the 

dysfunction of the central nervous system and may occur throughout the lifespan of 

the individual. Other problems in self-regulatory behaviour, social interaction and 

social perception may exist with learning disabilities, however, do not by themselves 

constitute a learning disability. The Merriam-Webster dictionary (1995) and Intriago 

et al. (2021) similarly defines learning disabilities as various conditions like dyslexia 

or dysgraphia that interfere with a person’s ability to learn, thereby resulting in 

impaired functioning in reasoning and academic skills which include writing, reading 

and mathematics These disabilities are thought to be caused by problems in 

integrating and processing information, also referred to as learning differences. 

Other explanations make reference to learning disability, learning disorder or 

learning difficulty as a condition in the brain that precludes the ability to process or 

comprehend information, which can be caused by a myriad of factors.  

Therefore, many people can be described as having a ‘learning difference’, thus 

eliminating the misconception of negative stereotyping or being viewed as someone 

who is unable to learn. A learning disability is identified when there appears to be a 

severe discrepancy between a person’s intellectual ability and achievement in one or 

more of these areas: oral expression, listening, comprehension, written expression, 

basic reading skills, reading, mathematical calculation or mathematical reasoning. 

Additionally, Makhanya (2015) agrees that learning disabilities are difficult to define 

due to the confusion and the poor understanding by educational professionals and 

the general public. They argue that the confusion arises from the term ‘learning 

disabilities’, because the DOE does not refer to only a single disorder but includes an 

array of handicaps that have an effect on areas of performance. Makhanya (2015) 

contends that, in addition, learning disabilities cannot be traced to just one source.  

3.2.2 Understanding Learning Disabilities 

Learning disabilities affect how a person’s ability to remember, understand and 

respond to new information (e! vula training, 2008). People with learning disorders 
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present with problems in maths, reading and writing, speaking, paying attention and 

listening problems (e! vula training, 2008). In addition the description is broad and 

refers to a syndrome rather than a specific child with a specific learning problem. 

Children may present with aphasia and dyslexia, both considered learning 

disabilities; however, each child will require a different approach to learning and 

accommodation in a mainstream classroom. This reflects directly on the crux of the 

investigation. Questions, however, arise on the ability of accommodation and support 

of these students. What is the possibility of dealing with more than a few students 

that may present with one or other type of learning disability? Are the lecturers well-

capacitated to deal with these students including the normal student’, without 

disadvantaging one or the other? 

Several other contributory factors can be the cause of learning disabilities. Learning 

disorders and learning difficulties can lead to issues in the processing and 

comprehending of information in the nervous system.  Intellectual disabilities  points 

out  , dyspraxia and dyslexia  which contribute equally to this area (Sharfi and 

Rosenblum , 2014). In offering an explanation of the term learning disabilities this 

make reference to a large group of neurological disorders emanating from the central 

nervous system (Sharfi and Rosenblum, 2014). They concede that these disorders 

influence the ability of the individual to process, maintain or convey information to 

others efficiently. Emerson and Heslop (2010) add that learning disabilities make 

specific reference to mathematical calculations, reasoning, reading, speaking and 

listening. Other scholars like Selikowitz (2012) admit that defining learning disabilities 

is a rather controversial issue. Emerson and Heslop (2010) note that in the UK 

education system, individuals with specific learning difficulties such as dyslexia, but 

without significant intellectual impairments, are classified under the term "learning 

difficulty." In contrast, the USA predominantly uses the term "learning disability" for 

similar conditions.  

Learning problems do not simply disappear. They require a dedicated contingent of 

lecturers and creative strategies including the commitment of all students. Anderson, 

et al. (2014) state that there is general agreement that inclusive education is not a 

static process, but one that is dynamic; and errantly considered to be more of a 

continuous journey rather than merely the reaching of a destination. 
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Even though many conflicting theories exist around how many learning disabilities 

there are and the causes thereof, TVET colleges have experiences of students who 

do present with one or more learning disabilities that are identified during the 

learning process. Since the admission process does not provide comprehensive 

information for pre-planning, confusion arises on how to deal with LSEN when these 

are found during the teaching and learning process.  

3.3 STRUCTURING AN INCLUSIVE EDUCATION AND TRAINING SYSTEM  

According to EWP6 (DOE, 2001), there is an acceptance that various learning needs 

may exist among students. This requires a radical transformation from the current 

way of thinking within institutions to one that includes all learners irrespective of their 

disabilities in order to build a strengthened, equal mainstream education system. In 

this regard, different learning needs may arise from a range of factors, including 

physical, mental, sensory, neurological and developmental impairments, 

psychosocial disturbances and differences in intellectual ability, particular life 

experiences or socio-economic deprivation (DOE, 2005). Where these needs are not 

met, students remain vulnerable and are at risk of failure or exclusion from the 

learning system.  

South Africa has historically been known for its system of segregation that has 

divided students into categories of normal and special needs students (Walton and 

Engelbrecht, 2022). Students who have been categorised as LSEN have therefore 

lacked in areas of support and been left vulnerable to an inferior system of 

education, hence the urgency to create a fully integrated training system. Barriers to 

learning may arise from a number of areas, which may include the classroom, from 

within the learner or systemic factors. In order to transform the current system, 

interventions need to be implemented and closely monitored, to alleviate identifiable 

barriers and allow for the provision of appropriate support.  

The only time lecturers are aware of a disability is when registration is done, a single 

box is ticked, and that is where it ends. The registration documents are both 

incomprehensive and provide minimal information. Information provided is not 

adequate enough to ascertain specific special learning needs and most students are 

too embarrassed to indicate that they do have a problem. Thus the need exists for 

the structuring of a system that is inclusive and equitable for all students is critical. 
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Lebona (2013) provide suggestions using the framework below on how an inclusive 

school system may be built.  
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Figure 3.3: Framework for building an inclusive school 

Engelbrecht et al. (2002) 

A framework such as this will assist towards elucidating a comprehensive guide, 

from an internal perspective, involving management, to an external perspective 

involving family, community and other factors creating a holistic context from within 

which to achieve optimal results. 

The framework has critical aspects embedded within its structure that could 

contribute to an evolving inclusive system. Currently the lack of a barely functional 

system leaves students at a distinct disadvantage as current barriers are not 

properly identified and addressed to build an effective, inclusive system of education.  

3.4 MAINSTREAMING, INTEGRATION AND INCLUSION 

When considering mainstreaming, inclusion and integration, it is imperative that 

there should be a reconstitution and deeper understanding of education. In 

understanding and enhancing the rights of learners, a solid inclusive system must be 

able to differentiate the measure and levels of support needed by the learners in 

order to formulate an effective and adequate system of support (Sahli-Lozano, 

Sharma & Wüthrich, 2024). In conceptualising the complexities around the diversity 

of students and the challenges in implementing inclusive education, South African 

educators must consider the complexities of transforming normal classroom to one 

that accommodates and approaches the learning needs of a very diverse contingent 

of learners including those with individual learning disabilities. Table 3.1 provides a 

clear articulation of what mainstreaming, integration and inclusion mean for students. 
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Table 3.1: Mainstreaming, integration and inclusion 

 

Source: DOE (2001) 

In conceptualising critical areas within mainstreaming and inclusive education, 

EWP6 (DOE, 2001) the following areas are highlighted: 

 Negative attitudes to and stereotyping of differences 

 An inflexible curriculum 

 Inappropriate languages or languages of learning and teaching 

 Inappropriate curriculum 

 Inaccessible and unsafe built environments 

 Inappropriate and inadequate support services  

 Inadequate policies and legislation  

 The non-recognition and non-involvement of parents  

 Inadequately and inappropriately trained education managers and educators. 
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3.5 INCLUSION AND LEARNING DISABILITIES  

According to UNESCO (2005:15) 

Inclusion is concerned with providing appropriate responses to the broad 

spectrum of learning needs in formal and non-formal educational settings. 

Rather than being a marginal issue on how some learners can be integrated 

in mainstream education, inclusive education is an approach that looks into 

how to transform education systems and other learning environments in order 

to respond to the diversity of learners. It aims towards enabling teachers and 

learners both to feel comfortable with diversity and to see it as a challenge 

and enrichment of the learning environment, rather than a problem. Inclusion 

emphasises providing opportunities for equal participation of persons with 

disabilities (physical, social, and/or emotional) whenever possible into general 

education but leaves open the possibility of personal choice and options for 

special assistance and facilities for those who need it. 

According to UNESCO (2005), parents, policymakers, educators and other 

stakeholders in schools need to be realistic and come to the realisation that inclusion 

is a process that requires change both at school level and at the systemic level. In 

addition, this involves people’s conceptions of what the school system involves and 

inclusive education is not one of them. The diagram below according to UNESCO 

(2005) demonstrates that the attitudes that society has embedded in them directly 

impact on the actions, commitment levels and services to traditionally move towards 

excluding groups. Figure 3.4 provides an overall view of the process students with 

special needs face before finally being accepted and included in the education 

system. 
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Figure 3.4: Steps from exclusion to inclusion 

Source: UNESCO (2005) 

In South Africa, implementing a system of inclusion creates the possibility of success 

for LSEN. This comes with the provision that there is a greater commitment from the 

institutions and all relevant stakeholders. Mechanisms focusing on national policies 

on inclusion, the offer of local support systems, curricula that are appropriate and 

very importantly, appropriate assessment strategies will create the correct context for 

inclusion (UNESCO, 2005). In addition, inclusion enhances enriching environments 

for learning within schools, embrace diversity as a positive force that must be 

celebrated and acknowledged. Inclusion is a process that is ongoing and does not 

remain in a fixed state (e! vula training, n.d.). Inclusion creates schools that are 

active and produce cooperative learning, with a higher degree of emphasis on 
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hands-on and experience-based environments once they move away from rote 

learning (UNESCO, 2005). In embracing inclusion the South African Constitution can 

be viewed as a buffer for LSEN to mitigate the impact of exclusion and discriminatory 

practices on students by different institutions. Inclusion can be viewed as being 

accepting and valuing human diversity, supporting children, thus providing a gateway 

for the involvement and participation of families and children in the educational 

programme of their choice, irrespective of whether the child has a disability or not (e! 

vula training, n.d.). 

3.6 CAUSES OF LEARNING DISABILITIES 

Learning disability is a complex notion. Researchers continually search for answers 

to the question as to why some children have special needs and some do not. 

Current research suggests that learning disabilities may occur in a number of ways 

which the researcher prefers to refer to as risk factors rather than causes. Among 

the factors listed are:  

 Genetics: Hereditary conditions or genetics can contribute to a person’s special 

needs. (Peterson et al, 2004). A child or any person with a sibling or parent who 

has special needs, has a higher chance of having special needs compared to 

children from families with no family history of any learning problems (Peterson et 

al, 2004). 

 Environmental factors: For example, according to Peterson et al (2004), lead is a 

known toxin, so any exposure to environmental toxins may contribute to the 

cause of special needs. Exposure to paint or lead in water would lead to 

processing issues in the brain (Peterson et al, 2004). These present as special 

needs. In addition, the researcher suspects that poor nutrition may play a part in 

the presentation of special needs. In the Western parts of Europe and the United 

States documented research present significant  effects within the physical 

environment which include, chaos, crowding , toxins, pollutants, noise, issues of 

housing , quality of the neighbourhood which impact on the cognitive and socio-

emotional overall wellbeing of children and adolescents’(Ferguson et al, 2013) 
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 Medical Conditions: Selikowitz (2012) posits that any malformation in the brain 

may lead to special needs. The brain is the control centre in the human body and 

abnormalities would lead to a reasonable expectation that many functions may be 

impaired in the child. Among these are the processing of information, speech 

defects and concentration. 

 Problems during pregnancy: The placenta is a vital part of a woman during 

pregnancy. Anything consumed by the mother during the development of the 

baby filters down to the baby. It makes sense that if the mother abuses 

substances like alcohol, drugs or nicotine the baby will be harmed (Peterson et 

al, 2004). The effect of these substances on the baby could lead to special 

needs. 

Peterson et al (2004) reiterates that researchers are continually searching for more 

knowledge to ascertain what causes special needs in order to prevent them, as 

currently processing problems are regarded as tentative. Peterson et al (2004) 

further reiterates that rather than thinking of them as causes, it is more accurate to 

consider them to be risk factors of special needs.  

The next section presents a global overview of teacher attitudes towards learning 

with disabilities. 

3.7 TEACHER ATTITUDES TOWARDS LEARNING WITH DISABILITIES: 

GLOBAL OVERVIEW 

An overall reflection of the attitudes of teachers globally is presented in the sections 

below. Jenson(2018) attributes that teacher attitudes are influenced by the type of 

disability of the student , training within the field of inclusive practices, availability and 

adequacy of resources and facilities. Teacher attitudes are a major contributory 

factor to the success or failure of students. A fundamental awareness in the 

identification of struggling students whether effecting a change in teaching strategy 

or referral for further assistance is a pivotal factor. Significant information exudes the 

attitudes displayed in various countries below around issues of inclusivity. 
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3.7.1 Australia 

The Centre for Research into Disability and Society was a funded project at Curtin 

University, Australia. Teacher attitude plays an integral role both in providing support 

and assistance to ensure the success of students with special needs. Attitude is 

defined as a “psychological tendency that is expressed by evaluating a particular 52 

entity with some degree of favour or disfavour. It involves cognitive components 

(your thoughts and beliefs about the subject) and behavioural components (how the 

attitude influences your behaviour)” (Eagly & Chaiken, 1993:1).Following the 

promulgation of the Salamanca Statement and its focus on inclusivity, schools in 

Australia have advocated for the inclusion of all students in a regular classroom.  

However, Van der Bijl and Oosthuizen (2019) acknowledge that advocacy alone is 

not always favourably accepted by those who are involved in the implementation, 

namely, the teachers. It was noted that teachers present themselves as barriers to 

the success of inclusive classrooms. The findings indicated that teachers raised 

concerns which included individual time for LSEN without presenting a disadvantage 

to the other students, the quality and quantity of work of the children that have 

disabilities; a lack of adequate support, and limited training in the support of inclusive 

practice (Vaz et al., 2015). The study revealed that the severity of the disability that 

teachers must accommodate in their classes is inversely related to their attitudes 

toward inclusion. The more disabled the child the less positive the attitude of the 

teachers towards inclusion. Teachers also tended to be far more supportive of 

children with sensory and physical disabilities as opposed to those with behavioural, 

intellectual and cognitive needs. 

Van der Bijl and Oosthuizen (2019) suggest that the impact of gender and age on 

inclusive attitudes is mixed. Some studies show no effect of teachers' age on 

inclusive attitudes, while others indicate that training in inclusive education improves 

the attitudes of younger trainees. Conversely, some studies suggest that teachers 

who have had exposure to persons with disabilities appear more open to the 

prospect of inclusion (Van der Bijl & Oosthuizen, 2019). 

Another study in Australia with a focus on trainee teacher’s attitudes towards 

students with special needs indicated that primary school teachers had a positive 
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attitude towards student with specific special needs as opposed to their secondary 

counterparts (Woodcock & Vialle, 2010). 

3.7.2 Nigeria 

In Nigeria, Adebowale and Moye (2012) studied teachers’ knowledge of and 

attitudes towards special needs in Osun State. The majority of teachers who were in 

possession of a basic degree the National Certificate in Education (51.1%) displayed 

indifference in their attitude regarding learning difficulties in the classroom. Other 

teachers who made up a considerable percentage (43.7%) exhibited a positive 

attitude towards it and were prepared to assist students experiencing difficulties 

(Adebowale & Moye, 2012). However negative attitudes towards inclusion made up 

3.3% of teachers regarding the accommodation of children with learning difficulties in 

the class.  

3.7.3 India 

In a study by Vranda (2016) on the attitude of primary school teachers towards 

children with learning disability indicated that in India the prevalence of children with 

various disabilities is 3–10% among attending students. India treats learning 

disability as a very important issue in primary care. It is estimated that approximately 

ninety million people suffer from varying degrees of learning disabilities and in an 

average classroom at least five students out of a total of 55 have a learning disability 

(Vranda, 2016). 

Among the teachers, many had little knowledge as to whether a child had a specific 

disability. Vranda (2016) expounded on the fact that many mainstream classroom 

teachers had limited knowledge of specific learning disabilities. The ability of 

teachers to identify learning disabilities is crucial for providing appropriate support 

and understanding to students. Vranda (2016) reports that administrators from five 

cities recognised the fundamental importance of educating and providing 

professional development for teachers, as many were uncertain if students exhibited 

learning disabilities.  

A study conducted by Das, Kuyini and Desai (2013) on inclusive education in India 

and teachers preparedness extracted information from both primary and secondary 

school teachers who acknowledged that they had low or limited competence with 
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regard to working with students with disabilities and that there was no significant 

difference between their skills levels. 

The findings of the study indicate that the challenge of achieving full social 

integration and education can be overcome within society if the teacher had the 

necessary competencies, had better knowledge and attitudes to deal with children 

with learning disabilities (Vranda, 2016). In essence, Vranda (2016) believes that 

such knowledge and understanding contributes to teachers developing a positive 

attitude towards LSEN, which would enable the development of better competencies 

to actually manage the children. 

3.7.4 Bahrain 

In a study of 138 teacher candidates in a Bahrain teachers’ college, findings showed 

that it was necessary for pre-service schoolteachers to work with students with 

disabilities during their school practicums (Almahdi & Bukama, 2019). The focus of 

the research was on pre-service and in-service teacher attitudes with regard to 

inclusive education. Bahrain is still in its infancy stage when it comes to inclusive 

education. The Kingdom of Bahrain revealed in The National Report of Education 

that: 

inclusive education was defined by the Ministry of Education with the view that 

all children should be subject to similar learning-teaching methods regardless 

of their social and background and the different abilities and skills they 

possess. Educational opportunities should be provided for all, even for those 

with special needs of whom the ones with certain potentials should be 

integrated with the normal students. All services and facilities in addition to 

supportive educational materials should be provided to them, taking into 

consideration the principle of individual differences. (Ministry of Education, 

Bahrain, 2008:49). 

While candidate teachers were compassionate towards learning with disabilities, 

there was still some anxiety and tension at times (Almahdi & Bukama, 2019). Some 

of the concerns raised by the candidate teachers concerned staff for supporting the 

children, resource availability, the problems associated with children with disabilities 

experiencing a lack of being accepted by other students, and the increased 
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responsibilities, stress and larger workloads (Almahdi & Bukama, 2019). Concerns 

also emanated as to whether the children with disabilities had the necessary skills to 

fit into regular classes. 

3.7.5 South Africa 

Malahlela (2017) undertook a study in Polokwane on adoption of the Salamanca 

inclusive education principles, with a special focus on the current state of affairs in 

South Africa which is based on social integration and redress, human rights and 

social justice for all students. Similarly, Donohue and Bornman (2015) exposed the 

human rights and equality issues as the central themes in South Africa until 

apartheid ended in 1993. They further expounded on the prejudices that were deeply 

entrenched within South African society. With apartheid and its inequalities, 

Donohue and Bornman (2015) believe that the education of children with various 

cultures, races, genders and academic abilities all in one classroom may assist in 

the combating of the injustices that at one time was the hallmark of how South 

Africans existed. With the publication of EWP6 (DOE, 2001), teachers became more 

familiar with the dynamics of inclusive education. However, several aspects were still 

questioned on the implementation and support processes. Teachers still have many 

“reservations and ambivalence” regarding inclusion (Donohue & Bornman, 2015:25).  

3.7.6 Ethiopia 

In a study by Temesgen (2017), the aims of the research were to investigate the 

challenges in Ethiopia that hindered the implementation of inclusive education. 

Furthermore, the goal was to develop a framework that would enhance inclusion of 

the children suffering from disabilities. Temesgen (2017) states that historically, 

persons who had special needs were separated from the mainstream of society due 

to their uniqueness. Europe and America also followed this practice until the 

eighteenth century. The practice was rather barbaric and included beating, killing 

and abandoning children with disabilities. People with disabilities were viewed as 

being contaminated and were said to pose a threat to the non-contaminated pure 

human beings (Temesgen, 2017). UNESCO (2009) places its focus on policy as a 

means to effective policy implementation for intervention purposes. In implementing 

policies and creating awareness, people would become aware of policies thereby 

understanding and supportive of people with disabilities. This is agreed to by 
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Khumalo (2019) that support remains a fundamental component in the 

implementation of any policy including inclusive education. “Inclusive education 

practices reflect the changing nature of contemporary schools with emphasis on 

active learning, authentic assessment practices, applied curriculum, multi-level 

instructional approaches, and increased attention to diverse students’ needs and 

individualisation” (Temesgen, 2017:18). 

3.7.7 New Zealand 

In Aotearoa, New Zealand has committed itself to early childhood development. This 

is evidenced in Te Whäriki, which influence and promotes aspirations and 

inclusiveness for all of its children “to grow up as competent and confident students 

and communicators, healthy in mind, body and spirit, secure in the sense of 

belonging and in the knowledge that they have made a valuable contribution to 

society” (Ministry of Education, New Zealand, 1996b:9), and in government policy, 

which supports all children’s and their families’ rights to an early education that is 

non-discriminatory and inclusive (Ministry of Education, 1996a, 1998; New Zealand 

Government, 1993, 1998). However, this system of belief reinforces that children 

who are disabled are special, different, and are in need of different treatment 

(Purdue, 2006). This perspective has remained a part of education in New Zealand 

as well as in other places for a considerable amount of time and have been part of a 

system of separate and segregated systems.  

In direct contrast to other countries, this system of special education reinforces the 

idea that disabled children are ‘special’; they are different, and therefore require 

different treatment. Special education has been part of education in New Zealand for 

a considerable period of time and has been provided either as separate treatment 

within mainstream education or in segregated centres’ and schools. Unfortunately, 

this method is looked upon as being normal for students with disabilities. However, 

New Zealand has pledged its commitment to early childhood management 

behaviours by making curriculum modifications (Purdue, 2006). 

3.7.8 Kenya 

After Kenya attained its independence, the Government instituted various 

commissions to review the existing policies on education and training to address the 
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needs of the people and to focus on the national manpower development. The 1964 

Kenya Education Commission, (Ngerechi, 2003) after consideration of the 

challenges facing vocational education recommended converting the existing 

government trade schools into technical secondary schools. The purpose of this 

decision was to prepare graduates to transition into TVET colleges directly after 

graduating from secondary school. During the 1970s, the country experienced a 

massive expansion within the provision of post-secondary technical training. This 

was overseen by the community-managed Harambee Institutes. ‘Harambee’ 

(Institutes of Technology) emerged from the Kiswahili word which means ‘let us pull 

together’. In 1981, the Presidential Working Party made the first recommendation for 

a second university which should be a technological university. Discussions continue 

about the expansion of TVET colleges and the fundamental need to increase 

opportunities for school leavers. The Kenyan system identified a critical need to 

ensure an enriched curriculum with technical subjects around which it is centred 

(UNESCO, 1994). Subsequently vocational subjects were included in both primary 

and secondary school curricula and made provision for the advancement of students 

that exhibited vocational talent (UNESCO,1994) 

3.7.9 Zambia 

In Zambia, under an ILO project that aimed to foster TVET learning environments 

inclusive of persons with disabilities, disability awareness training was organised for 

managers, instructors, teachers and other training and support staff of selected 

training colleges (Sako, 2020). The approach used gave participants the opportunity 

to explore how people are disabled by society’s barriers and attitudes and to identify 

ways in which these barriers can be overcome, and attitudes can be positively 

influenced by the organisation or group. By building on their existing knowledge and 

skills, the ILO enabled participants to identify actions that they could take on their 

own initiative to make the colleges more inclusive. 

UNESCO (1994:7) alludes to the all-encompassing fact that: 

experience in many countries demonstrates that the integration of children 

and youth with special educational needs is best achieved within inclusive 

schools that serve all children within a community. It is within this context that 

those with special educational needs can achieve the fullest educational 
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progress and social integration. While inclusive schools provide a favourable 

setting for achieving equal opportunity and full participation, their success 

requires a concerted effort, not only by teachers and good staff, but also by 

peers, parents, families and volunteers. 

The next section deals with students’ experiences with learning disabilities. The term 

learning disabilities will be used throughout as the term is noted to be 

interchangeably used with special needs, disabled students and students with 

disabilities. 

3.8 STUDENTS WITH LEARNING DISABILITIES 

Learning disabilities encompass a myriad of developmental disorders which is 

evident in grasping academic or language skills, mathematics, reading, oral 

language communication, motor performance and writing (National Research 

Council, 2012). The National Research Council (NRC, 2012) elucidates the historical 

difficulty partly due to disabilities not being unitary or homogenous and partly 

because the definition emanates from exclusionary measures rather than 

inclusionary means. Reading disability is often used interchangeably with terms like 

reading disorder, learning disabilities with reading and dyslexia (National Research 

Council, 2012). It has been extensively documented that phonological, orthographic 

and morphemic awareness coupled with the actual decoding methods and accuracy 

of the identification of words, and other research on decoding among college 

students results specifically from reading disabilities (dyslexia) (National Research 

Council, 2012). Makanya (2015) contends that the challenges among the disabled 

vary from aspects of storing, processing and producing information (Lerner & John, 

2012). Further areas that are generally affected include speaking, writing, 

mathematical computing and spelling. Challenges with attention, coordination, 

reasoning, memory, emotional maturity and social skills are cited as other areas of 

difficulties among students with disabilities (Makhanya, 2015). In other research, 

writing has been identified as a fundamental (cognitive, linguistic, affective and 

social) aspect that is important for purposes of intervention, effective assessment 

and accommodation of adults and adolescence of those with learning disabilities 

(National Research Council, 2012). 
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3.9 SUPPORT FOR STUDENTS FACING BARRIERS 

Support for students with specific learning disabilities like visually impaired students 

and hearing disabled students has been largely neglected in TVET colleges. 

Matshediso (2007a) investigated the challenges of support regarding students in 

South African Higher Education (SAHE). Challenges raised by Matshediso (2007a) 

revolve around the lack of funding, a paucity of data on students with disabilities, and 

the slow pace at which transformation is taking place in higher education. 

Matshediso (2007a) refers to a study at a university in the Western Cape regarding 

the lack of change in the teaching and support for students with hearing disabilities. 

In interrogating the challenges experienced by students with disabilities, the DOE 

viewed this from a human rights perspective (Matshediso, 2007b). He alludes to the 

fact that the difficulty in the redress of unequal access to higher education is a result 

of the challenge of the transformation of formal rights on paper into real rights. He 

believes that the SAHE has been constant in its perpetuation of social injustices and 

structural inequalities. He is adamant that it is evident that students with disabilities 

lack the necessary support and political will from government and higher education. 

According to Matshediso (2007b) a disability policy for higher education institutions 

and the ability to prioritise issues will contribute to the redress of social inequalities in 

South Africa. 

A study by Malle, Pirttimaa and Saloviita (2015) in Ethiopia investigated the 

prevailing challenges of students with disabilities. Moreover the study highlights the 

limited access and participation problems experienced. Contributory factors that 

were identified included the shortages of adaptive training materials and equipment 

that could be used by hearing impaired students including for those that were 

physically challenged, inadequate preparation regarding pedagogy on the part of 

trainers who teach students with disabilities and the lack of support through tutorials 

for students with disabilities. These provisions were confirmed in rule 6 of the UN 

Standard Rules on the Equalisation of Opportunities for Persons with Disabilities. 

Moreover, Malle et al. (2015) made a critical observation that students enrolled with 

disabilities in vocational and training have reported that they faced far more barriers 

than their counterparts without disabilities which included the lack of resources and 

most importantly, facilitation for completion of the course. 
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Malle et al. (2015) also focus on factors that present challenges of the participation 

of students with disabilities. Among these are the lack of trained personnel, lack of 

opportunities regarding training and employment opportunities, attitudinal problems, 

lack of coordination, architectural barriers and policy limitations. In a second list, a 

lack of assistive devices, communication systems, infrastructure, psychological 

barriers in the minds of people with a disability (ILO/Japan Technical Consultation on 

Vocational Training and Employment, 2003). 

Other scholars like Wentzel (2016) that there are guiding policies for inclusive 

education in South Africa. This policy is supported by policies such as Screening, 

Identification, Assessment and Support (SIAS) (DOE, 2008 2014), curriculum and 

assessment policy statement (CAPS) (DBE, 2011) and the Guidelines for Inclusive 

Learning and Teaching (DBE, 2010). Wentzel (2016) states that these are the 

policies that should be used for support when South African students experience any 

barriers to development. The researcher in this study makes reference to 

Bronfenbrenner’s ecological systems theory as she believes fervently that the 

school, family, community and society as a whole play a pivotal role in the provision 

of support for students who experience barriers to learning and development. 

Inclusion is still viewed as being difficult to implement considering the number of 

barriers that exist. While some barriers involve the students, others may be societal, 

environmental and physical among the many others that exist. According to e! vula 

training (2008), barriers that students face may include any of the following: 

 Home conditions: these include poverty, overcrowded housing, ethnic and socio-

economic background; 

 Home relationships: these include family structure, relationships and values, 

parental support of the student; 

 The broader social context: local and national policies and legislation, socio-

economic factors community values which complicate or sustain the teaching and 

learning process; 

 Environmental barriers at school: students may be affected by the psychological 

and physical environment of teaching and learning, including the ethos and 

school culture, management approaches, school culture and policies, safe 

buildings and supportive infrastructure; 
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 Curriculum-related barriers: reference is made to very important issues of relating 

to medium of instruction, content relevance and mode of communication, 

materials that are appropriate, management of the classroom and organisation, 

pedagogies and teaching methods, assessment procedures, availability of 

resources and learning materials and the pace of teaching; 

 Learner-related barriers: learners may face specific mental, physical, 

neurological/sensory needs of learners with disabilities and learning styles; and 

 Teacher-related barriers: the importance of educator attitudes may have an 

adverse effect on students. Other factors may be their personal factors and their 

knowledge and training. 

There is a constant interconnection between these factors as barriers do not function 

in complete isolation. An example would be poor home conditions and 

unemployment that could have a detrimental effect on the students’ psyche, creating 

a barrier to excelling at school, and having a negative effect on developmental 

aspects. 

3.10 NEEDS OF STUDENTS WITH DISABILITIES 

Despite students with disabilities being denied the opportunity to study at higher 

education institutions throughout the world the development of public policies 

increased participation (Konur, 2006). Ndlovu (2019) posits that it is imperative for all 

stakeholders in education to go back to the drawing board in order to understand the 

original meaning of inclusion. Similarly, Purdue (2006) asserts that families and 

children facing access to education revolves around the issues of the ‘belief system 

of special education’  

Figure 3.5 provides a clear view of how education is viewed through the inclusion 

lens and highlights the systemic issues that work against inclusive practice. 
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Figure 3.5: Education through the inclusion lens 

Source: UNESCO (2005) 

An additional argument extends from schooling to higher education, emphasising the 

need for stakeholders to drive progressive transformation. This transformation 

should focus on modifying learning environments rather than merely integrating 

students with disabilities without necessary accommodations or adaptations. The 

goal is to ensure education is accessible and inclusive for all students, regardless of 

their abilities. Radical inclusion is necessary to encourage stakeholders to rethink 

their approach and genuinely understand what true inclusion means, including how 

special needs students are referred to and integrated into the system. Purdue (2006) 

contends that the term ‘special’ makes reference to the disabled child as being 

ostensibly different, explicitly marking them as belonging elsewhere and due to their 

impediments as having different teaching needs and a significantly different 

curriculum. He argues that it is not an easy task to remove the language of special 
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needs due to the vocabulary being firmly entrenched in legislation and policies of 

mainstream education of early childhood and a part of daily discourse. 

3.10.1 Incorporating Technology and Assistive Devices in TVET Colleges 

Izzo (2012) and later Karagianni and Drigas  (2023) posit that technology promotes 

increased learning and enhances learning outcomes for all students including those 

with disabilities. Currently TVET colleges use general teaching methods for all 

students with or without disabilities. With the introduction of flexible teaching 

practices all students will benefit. In designing an inclusive learning environment 

using technology, the conditions for learning create conditions that are optimal for 

the accommodation of all students (Karagianni & Drigas, 2023). Computer software 

and assistive devices provide access to enhance the learning of students with 

disabilities that were previously not present. El-Haggar et al. (2023) and Reyes et al., 

2022) reiterate the importance of the growth of the internet, learning environments 

that are fitted with computers, and many other devices that are contributory 

innovations to enhance efficient learning. Students with disabilities can now access 

information through digital means without physically attending colleges.  

Izzo (2012) as well as Karagianni and Drigas (2023) expound on examples of what 

would enhance effective learning. Among these are an iPad which is a computer with 

a touch screen, digital video camera and internet connectivity. For persons with 

visual issues, it has voiceover technology which will audibly speak interacting with 

the user. A second device, the digital pen, has an audio recording device that 

converts handwritten notes into records that can be transferred to a personal 

computer. Once this process is completed, the student can review notes, edit, 

highlight and prepare for projects and tests. An addition is the Tablet PC which is a 

portable computer has a rotating screen locking on the top of the keyboard 

transforming the natural handwriting  by highlighting key points on the screen. 

“This example and others are discussed to demonstrate how technology supports 

the increased success of all students, including students with disabilities, regardless 

of educational level or setting” (Izzo, 2012:346). 
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3.10.2 Incorporating Universal Design Learning Principles (UDL) in Colleges 

Izzo (2012) found that the incorporation of UDL is a teaching approach that provides 

students with an extended range of abilities to access content for course material 

ultimately ensuring success in college. Izzo (2012) states that from a neurological 

standpoint all students learn differently, irrespective of economic, culture or disability. 

He further explains that the processing of information uses a variety of strategies and 

people have different strengths and weaknesses regarding learning styles. UDL 

adopts seven critical principles that revolve around:  

 information that is perceptible; 

 being intuitive and simple; 

 being tolerant when errors are identified; 

 useful designs that are equitable and marketable to students with diverse 

abilities; 

 physical effort that is low; 

 space and size for use; and 

 flexibility in how it is used. 

In adopting flexibility in classrooms students will inevitably acquire suitable skills 

depending on the assessment of their individual needs. Mbuvha (2019) contends 

that incorporating UDL into lecturing can create an online environment and learning 

space which is more inclusive of all students. Mbuvha (2019) advocates that UDL 

strategies go beyond merely accommodating students with disabilities but becomes 

a part of a larger strategy to provide materials in multiple formats thereby meeting all 

students’ needs. 

3.10.3 Disability and Support Units 

Many institutions are moving towards the global trend of mainstreaming students. 

This requires and makes relevant the need for disability and support units for 

effective handling of issues. Mbuvha (2019) indicates that South Africa has some 

HEIs who have established disability units and these units offer specialised services 

at these institutions to students with disabilities and also assists in facilitating 

integration and access. TVET colleges unfortunately do not have disability units, 

exacerbating problems when they arise due to the inability of how certain issues 
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should be handled. Finn (1999) supports the idea that disability units are imperative 

as they would provide essential services that would benefit students. These units 

need to be managed by personnel with relevant qualifications to ensure that they are 

able to deal with disability issues. Nel, Nel and Hugo (2013) agree that it would 

benefit students if learning disabilities can be detected early to ensure that support 

can be provided immediately. Immediate diagnosis of a problem would ensure 

students have the necessary support when necessary thereby preventing the 

escalation of problematic areas. 

3.10.4 Scaffolding and Differentiation 

Wentzel (2016) references Woolfolk (2010:266) that most diverse students require 

scaffolding; some may require it for a shorter period of time while others for longer 

periods. She indicates that this is the reason why the need arises for the curriculum 

to be flexible. Wentzel (2016) cites (Nel et al., 2013:131) who underscores the 

fundamental issue that scaffolding may enable learning as teachers provide support 

and frameworks which allow the learner to access the curriculum, construct their 

individual knowledge and master academic skills. Scaffolding can be embedded into 

various tasks, like assisting in opening sentences for paragraphs, steps in 

mathematical problems and provide structures for essays (Wentzel, 2016). Alber 

(2014) believes that for students who appear to be struggling, differentiation may 

assist by modifying an assessment or making accommodations by providing 

alternative or more accessible projects. Alber (2014) also touches on pivotal aspects 

to ascertain where students actually scaffold the lesson or differentiate instruction. 

The author is adamant that it is imperative to flag where the student is regarding the 

ZPD. The ZPD provides an indication as to what the student can achieve on his own 

and what can be achieved with the assistance of someone more competent. In 

addition, scaffolding can be used for vocabulary banks illustrations and clues to 

answers and access to comprehension tasks (Wentzel, 2016). 

3.10.5 Curriculum Modification 

Guskey (2013) argues about the urgency to note that educational achievement 

should be viewed as a construct that is multi-faceted; where curriculum or different 

areas of learning call for the conceptualisation of different sets of skills and 

knowledge to be demonstrated.  
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Lee, Wehmeyer, Soukup and Palmer (2010) investigated whether curriculum 

modification was a predictor in student and teacher behaviour in a general education 

classroom, and additionally whether there appears to be any differences in 

ecological, student and teacher variables. This may depend on the presence of 

curriculum modification via examinations which included students from high school 

with disabilities who received instructions in core areas (Lee et al., 2010). The 

findings provided evidence of significant differences in student and teacher variables 

which were dependent on the presence of curriculum modifications. Students 

appeared more engaged in the provision of better academic responses and 

behaviour became less competitive when curriculum modifications were provided 

(Lee et al., 2010). The findings indicated why modifications of the curriculum are 

important, namely, to improve access to and implementation of the curriculum of 

general education. Naicker (2006) posits that in order to create more conducive 

conditions for inclusive practice, his must be delivered with a curriculum that is 

suitable for all and educationists must strive to attain a common level of 

understanding of ideological issues. However, the integrity of the curriculum must not 

be compromised.  Mishra et al (2019) further maintains that adaptation of the 

curriculum must be a dynamic and ongoing process where prescribed programmes 

of studies are adapted and modified to satisfy the needs of student who have special 

needs. Muzata (2017) articulates that even before implementation of a curriculum, 

vocabulary should be adequate and well developed. Konur (2006:356) concurs that 

the format in which the curriculum is presented, namely, “in a paper text format, 

signed language format, audio format, script format or electronic format depending 

on the preferred ‘learning modality’ of a particular student” should be accounted for. 

3.11 CHALLENGES TO INCLUSIVE EDUCATION 

Ainscow (2005) argues that the critical factor presenting a major challenge to 

educational systems around the world is inclusion itself. On reflecting on previous 

research from the last ten years, Ainscow (2005) suggests some levers to ease 

systems in a direction that is more inclusive. Ainscow (2005) further argues that the 

bulk of barriers that are experienced by students emanate from existing ways of 

thinking. 
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3.11.1 Access 

Access remains problematic in many mainstream schools. Multiple factors may 

prevent persons with special needs from gaining access into institutions of learning. 

This includes teachers themselves as barriers. EWP6 (DOE, 2001) confirms that 

teachers remain vocal around concerns of including students in mainstream classes. 

This stems from their insecurities arising from a lack of training, and the requisite 

knowledge to teach students with disabilities (DOE, 2001). 

Many schools feel that students should be redirected to special institutions, 

questioning whether accepting students with disabilities is a realistic measure. In a 

study carried out in schools in Durban, Ostendorf (2019) explores how realistic the 

practice of inclusion into mainstream classrooms really can be. Even though 

Ostendorf (2019) submits that the goal is one that is admirable, she maintains that it 

is simply not realistic immediately, with even the most committed advocate 

questioning its possibility. She believes that if schools aim to start from nothing, with 

the idea of turning institutions into fully inclusive centres’ of learning, this will lead to 

disappointment. Thus inclusion requires clear articulation around the barriers to 

access as Ostendorf (2019) refers to it as an evolutionary process. This strengthens 

UNESCO’s (2015) view that access into mainstream classrooms can be challenging. 

This fundamentally points to the unique position each institution may find itself in. On 

the other hand, Mosia (2017) in his studies on access to higher education for 

students with disabilities in Lesotho argues that tertiary institutions will be able to 

achieve mandates of the UN CRDP and Sustainable Development Goals, in 

adhering to the higher education policy mandate. Mosia (2017) asserts that this 

includes especially, Goal (4) on the provision of a quality education, which he argues 

is a precursor for Goal (1) which relates to zero poverty, Goal (2) No Hunger, Goal 

(3) Good health, Goal (8) Economic growth and decent work, and Goal (10) a 

reduction in inequality. 

Another study by Purdue (2006) references the work of (Allan, 1999) on exclusion in 

practice, underpinning a dominant role of constructing disability in embracing 

mainstream education practice, with a view to maintaining certain truths surrounding 

issues of disability, while negating others. Even though a stance emerged of 

examples of an inclusive approach to disability, ironically, it remained the dominant 
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perspective that disability is the problem of the child, the child is viewed as less than 

human, and any condition foresees the child as damaged and therefore leads to the 

child being viewed as being less valued than others (Purdue, 2006). 

3.11.2 Disabilities within Higher Institutions 

UNESCO (2015) posits that TVET colleges is a rather sensitive issue for persons 

with disabilities. Mention is made that in many other countries where inclusive 

education is implemented settings within the TVET colleges are still segregated 

(Pohl & Walther, 2007). It is evident that improvements are needed to ensure that 

inclusion benefits all persons, with special focus on those with disabilities. UNESCO 

(2015) refers to the opinion of the European Agency for Development in Special 

Needs Education (2001) that inclusive education and the quality thereof are 

reciprocal. This lends to the belief that a setting that is inclusive can make a 

fundamental and very significant contribution to the quality of education for all 

students (European Agency for Development in Special Needs Education, 2001). 

In the USA, UK and Australia, two major discrimination tests are conducted to 

ensure equality within the higher education setting. The first test is concerned with 

‘less favourable treatment duty’ by the university “where they are prohibited from 

treating disabled students less favourably on grounds of their disability” (Konur, 

2006:354) The second test places emphasis on the duty of the university to make 

“reasonable adjustments” to ensure that students who are disabled have “equal 

access to the curriculum, admission processes and examinations on par with their 

non-disabled peers” (Konur, 2006:354).  

Another study comparing 191 college students with learning disabilities in higher 

education to 190 students without disabilities was undertaken by Heiman and Precel 

(2003). The study was a comparison over four crucial academic areas. The areas 

covered academic difficulties, how they function during examinations, learning 

strategies, and an overview of factors that have a particular effect that may impede 

or assist in their academic success. Findings revealed that students without 

disabilities displayed no significant differences between the number of courses 

taken, family status or grade point average. However it emerged that students with 

disabilities presented with more difficulties in social sciences, humanities and foreign 

languages than students without disabilities. Reading and writing emerged as a 
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significant factor as a lot was required for the courses. The inability to grasp a foreign 

language is a contributory factor especially among students with special needs. 

Similarly, TVET colleges in South Africa adopt English as a medium of instruction to 

non-English students. This presents similar challenges as evidenced in test results, 

indicating that language is an issue among both with and without disabilities, 

especially where it is not their mother tongue. Attention should be given during the 

planning stages to ensure that all students are able to engage in mainstream classes 

by using a variety of differentiated strategies. 

Wadhwa (2020) further underscores the singular challenge that exists in the 

provision of effective education for youth and children with learning problems. The 

author postulates that in India the overcrowding of classes exacerbates stress on 

exam oriented learning, multi-sensory teaching, large curriculum, encouragement of 

thinking and experimental learning has not found a consistent pattern. It is 

concerning that the impact leads to a large number of under or non-achievers 

culminating in college and school dropouts (Wadhwa, 2020) 

LSEN require a variety of strategies for the understanding of work, which will have 

major implications on how TVET college lecturers accommodate the multiple needs 

of students in mainstream classrooms. 

3.11.3 Disabilities and Employment 

Even though people with intellectual disabilities can make a valuable contribution to 

the labour market, they receive very low rates of paid employment. Representing a 

group that is marginalised in labour markets around the world, they are far more 

likely to be economically inactive, underemployed or unemployed (ILO, 2017). Some 

countries offer disability benefits, increasing public spending, but where there are no 

benefits, people with disabilities are totally dependent on their families. Shepard 

(2019) advances the argument that while employment rates may differ across 

subpopulations, it is evident that disability groups lag way behind their peers who are 

normal. This is indicative of the problems faced by people with disabilities and 

specific groups when it comes to gainful employment and the retention thereof. 

Shepard (2019) argues that closing the gap in employment rates between 

subpopulations of working-aged people among various disability groups and their 
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counterparts of working age that do not have disabilities should be a critical goal for 

policy and practice. 

The statistics of people with disabilities comprise 15% of the global population and 

an estimated 785 million persons of working age. They represent and remain a 

marginalised group in the labour market in all countries around the world, being far 

more likely than persons without disabilities to be unemployed, underemployed or 

economically inactive. Where they have participated in vocational training, it is often 

in segregated settings where courses are frequently not linked to labour market 

requirements or at a standard lower than that required by employers. Persons with 

special needs are more likely to be in low-paid jobs with little chance of promotion.  

A report from a three-year longitudinal study by Cocks and Thoreson (2013) on 

economic and social outcomes of graduates with disabilities from two comparison 

groups exposed the barriers faced in the workplace. In the disability group, 31.7% 

indicated barriers regarding factors in employment as opposed to 17% in the 

comparison group (Cocks & Thoreson, 2013). Some of the barriers for graduates 

with disabilities included work demands as a frequent barrier, while graduates 

without disabilities cite loss of employment (Cocks & Thoreson, 2013). Considering 

the barriers faced by people with disabilities, steps are imperative to reduce the 

economic and social costs that place a burden on communities, individuals, societies 

and economies (ILO, 2017).  

3.11.4 Gender Inequality 

Discrimination faced by women and girls has been highlighted by the UNCRPD (ILO, 

2017). The ILO (2017) stress the importance of taking all measures so that the rights 

and fundamental freedoms which include the right to vocational training can be 

enjoyed by all. Konur (2006) in his findings concurs that the women who were 

surveyed in his study revealed particularly low levels of qualifications being reached. 

This shows the importance of transformation that is necessary and urgent to ensure 

that there is no gender discrimination in TVET institutions. Further impetus is given 

by the UN CRDP to the ILO’s call to ensure that people with disabilities are 

effectively integrated into general training and employment services (ILO, 2017). To 

allow effective promotion of both genders to succeed, effective strategies must be 

put into place to enable equity. The ILO (2017) concludes that: 
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 Enabling policies should be instituted. 

 Challenging of mistaken assumptions regarding capabilities of disabled persons. 

 Accessibility to buildings and transport should be enabled. 

 Adaptation and evaluation methods, entry criteria, teaching methods and 

materials. 

 Trainees with disabilities, alongside non-disabled trainees should be taught by 

TVET colleges so that workforce capacity can be strengthened. 

 Resources should be allocated to effect change. 

 Policies should be regularly reviewed (ILO, 2017). 

The United Nations Children’s Fund (UNICEF) (2013) similarly makes particular 

reference to the inequalities against girls and women. The report shows that girls 

remain at a distinct disadvantage in getting an education, finding employment, or 

receiving vocational training than boys with disabilities or girls without disabilities 

(UNICEF, 2013). Girls and young women are regarded as being doubly disabled as 

they face other prejudices and inequalities like traditional roles and other barriers 

(UNICEF, 2013). 

3.11.5 Parental Involvement 

In a qualitative case study of two elementary schools in the United States of 

America, Stevens (2007) highlights the importance of parent engagement and 

regards it as an effective strategy for success. Burke (2013) contends that most 

parents experience difficulty in navigating the special needs system. TVET colleges 

in South Africa have little to no collaboration with parents. Many students that attend 

TVET colleges are adults and this, therefore, creates a barrier for support of the 

student. Stevens (2007:14) states that: 

in our efforts to ‘leave no child behind’, educational leaders must employ 

methods to inform and engage parents from all walks of life: the wealthy, he 

poor, the educated and those with little or no education, regardless of race, 

religion, gender or ability level. 

Burke (2013) believes that the lack of parental participation in students with 

disabilities education leads to unsound and inappropriate educational programmes. 

He reiterates the importance that without parental involvement, students with 
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disabilities remain vulnerable to receive inappropriate and inadequate services. In 

addition, Frankel, Gold and Ajodhia-Andrews (2010) believe that a family-centred 

approach perceives family members to be experts regarding their child with a 

disability and fundamentally see them as partners in the process of decision-making. 

Parents remain the primary caregivers of students who can play a major role in 

collaborating with lecturers even if it is just for purposes of support. In engaging 

parents or guardians in planned meetings additional information can assist the 

lecturers in preparing adequately for affected students. 

3.11.6 Adults and Disability 

In a survey of educational experiences by Preece (1995) in the North West of 

England, findings showed that the earlier an individual had acquired a disability, 

contributed to limitations in their ability to attain a higher or professional qualification. 

Adults with disabilities however have indicated an increase in their aspirations and 

education needs in recent years (Preece, 1995). Thus the option of TVET colleges 

has become a popular choice for adults especially where many had previously failed 

to complete schooling. However, research in this area is limited and LSEN remain a 

marginalised group. Among the findings, Preece (1995) reflects on the aspects that 

promulgate underachievement of students with disabilities and posits that these arise 

from both oppression of students from various sources underscoring practical access 

and attitudinal issues as contributory barriers. Preece (1995) recommends an equal 

opportunities approach for disabled adults in adult education programmes. 

3.11.7 Teacher Readiness in Identifying Students with Barriers 

The EWP6 recommended that changes be made for the early identification of 

students with barriers in order to facilitate support. Mkhuma, Maseko and Tlale 

(2014) agree that identifying students with learning barriers is vital and creates the 

expectation that teachers in full-service schools have the requisite expertise to deal 

with them. New roles and responsibilities have been introduced by the national SIAS 

policy for the various stakeholders who are actively involved in the child’s education  

A qualitative study by Malahlela  (2017) further established the challenges faced by 

educators in the implementation of inclusive education regarding policies on SIAS 

and EWP6. In identifying that trained teachers are vital to inclusive education 
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Donohue and Bornman (2014:p3) expound on the importance of “positive caregiver 

attitudes” which can affect resources, time and sacrifices in ensuring that children 

receive proper education. However, Mkhuma et al. (2014) argue that even though 

there remains the expectation that teachers are trained in inclusive education, most 

teachers are in possession of general qualifications for mainstream schools. These 

scholars recommend that in order to alleviate misidentification, over-identification 

and non-identification and bias, teachers should possess the necessary skills and 

knowledge of identifying barriers to learning. In order to do this, Frankel et al. (2010) 

agree that in order to successfully implement inclusive education, teachers must 

possess positive attitudes, and adequate training and support. Similarly, Ntombela 

(2006) asserts that teachers require the necessary information in order to gain 

knowledge and skills, but more importantly require support. 

The Salamanca Statement and Framework for Action on Special Needs Education 

(UNESCO, 1994) agrees that the following elements are fundamental to a successful 

inclusive system: 

 Student teachers, from both primary and secondary schools should be provided 

with a “positive orientation towards disability”, in order for them to gain an 

understanding of what can be attained within schools with “locally available 

support services”; 

 Skills and knowledge are must be of a high standard mainly of “good teaching” 

and the inclusion to assess special needs; 

 Adaptations to the content of the curriculum; 

 Being able to use assistive technology; 

 Teaching that should be individualised to cater for a more diverse range of 

abilities; and 

 Teacher training practice institutions should focus on preparing teachers to 

“exercise autonomy and apply their skills in adapting curricula and instruction to 

meet pupils needs as well as to collaborate with specialists and co-operate with 

parents” (UNESCO, 1994). 
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3.11.8 Policy Challenges 

Even though the National Government has adopted various inclusive policy 

documents for mainstream schooling, research has identified gaps in the system as 

to why implementation still remains contentious. Ntombela (2006) asserts that even 

though the inclusive policy underpinning inclusive education and training is 

representative of the country’s objective to develop of an equitable, non-racial and 

democratic society, it fails to explain how the transformation will take place. He 

makes specific reference to how the development and transformation of the different 

levels of administration could be undertaken to support and facilitate the necessary 

changes. According to Ntombela (2006), there is a lack of clarity on the process of 

allocation of resources for those that need them and is sceptical about whether the 

policy is practical and can be achieved with the resources that are currently 

available. 

Similarly, Naicker (2006) agrees that policy developers and implementers realised 

just four years after the launch of EWP6 that there were several challenges and 

possibilities regarding implementing inclusive education in South Africa. 

Furthermore, Donohue and Bornman (2014) refer to this policy as being one that is 

merely symbolic. According to these authors, symbolic policies attain some attention 

initially but fail when it comes to issues of implementation. This reference was made 

to EWP6 (DOE, 2001) in which a similar pattern was observed (Donohue & 

Bornman, 2014). Jansen (2001) agrees that in South Africa some policies merely 

represent political symbolism rather than being practical. This therefore leads to 

vague policies being passed with nobody taking responsibility for its implementation. 

Even though inclusive education is embedded in human rights and in the democratic 

context of South Africa which recognises diversity. (Engelbrecht,2006) point out 

various structural and contextual issues that had a negative impact on implementing 

inclusive education. Some of these issues include changes in society, management 

of diversity in schools, contextual changes, and encompassing educational reforms 

(Engelbrecht, 2006). The EWP6 (DOE, 2001) highlights six broad strategies: 

 Conversion of some special schools into resource centres’, including the 

improvement of existing special schools; 
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 The mobilisation of approximately 300 000 children with disabilities of school-

going age that are currently not in school; 

 Some mainstream primary schools that may be converted into full-service 

institutions that will be inclusive; 

 Staff orientation and administration in mainstream schools to be accustomed to 

the practices of inclusive education, including the ability to identify children who 

may present with disabilities as early as possible; 

 Help and support for educators through the establishment of district-based 

support teams, towards the goals of implementation of inclusive practices in 

classrooms; and 

 A national advocacy campaign to be implemented to allow South Africans to 

orient themselves to the ideas of inclusive education, and inclusion and 

participation of its entire people with disabilities. (DOE, 2001). 

These policies have been criticised as lacking specifics and relevant detail, with little 

guidance on how to implement these strategies effectively. In hindsight, educators 

should have received thorough training in the area of inclusive inclusion with special 

reference to TVET colleges. This comes especially at a time when higher numbers of 

LSEN are entering colleges. With inclusive education being referred to as complex, 

Ntombela (2006) reiterates the critical role of the teacher in the reform process, 

pointing to the building of a truly supportive and inclusive education system through 

properly equipped, confident and skilled teachers. 

3.11.9 Educator Challenges 

uMkhanyakude District remains the third poorest district in South Africa. A Section 

27 Report by Hodgson and Khumalo (2016) in this district, places focus on the 

teachers employed who often possess neither the expertise nor experience critical 

for children with disabilities. Pantić and Florian (2015) align with the perspectives of 

Ballard (2012), Florian (2009), Villegas and Lucas (2002), and Zeichner (2009) in 

their challenge to the status quo. They advocate for educators to become agents of 

change by endorsing a social justice agenda. This agenda critically addresses 

educational inequalities and is driven by a commitment to increasing access to 

education and improving outcomes for all students 
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Instead, teachers often exhibit discriminative behaviour and refer to students with 

disabilities as ‘lunatics’, exercising little patience with them (Hodgson & Khumalo, 

2016). On the other hand, teachers do receive training from the DOE, but 

complained that it is limited and highly theoretical which proves unhelpful (Hodgson 

& Khumalo, 2016).  Additionally shortages of staff, including allocated staff  allocated 

display little interest or understanding of students with disabilities (Hodgson & 

Khumalo, 2016). 

In a study by Malahlela  (2017) on educators’ perceptions of the implementation of 

inclusive education in Polokwane mainstream secondary schools in Limpopo 

Province, the educators maintained that implementing inclusive education was 

adversely affected by the lack of equipment and facilities, inadequate teacher 

training and increased enrolments in mainstream classrooms. The study 

recommends that for successful implementation of inclusive education, continued 

professional development and training of educators in the field of inclusive education 

is needed. In improving the confidence of educators, Malahlela  (2017) further 

recommends regular support, the monitoring of activities in inclusive education in 

mainstream institutions and provision of adequate resources. 

Even though a qualitative case study by Ntombela (2006) in the greater Durban area 

acknowledges the merits of an inclusive system, there are challenges in the 

implementation of such a system. The study was focused on examining the 

processes that the Kwa-Zulu Natal Department of Education had adopted to 

disperse the policy in preparation for schools, especially educators and other 

stakeholders regarding the process of implementation. The critical findings of 

Ntombela (2006) that emanated from the study suggested that the educators’ 

understanding of the policy was distorted. This was largely due to the ineffective and 

inappropriate methods used during the process of dissemination of the policy and 

the communication that was inadequate among the various education sectors. 

Ntombela (2006) found that educators found it difficult to unlearn old habits and still 

embraced the essence of the medical model that is still heavily reliant on educating 

students with disabilities. Similarly, Makanya (2015) agrees that teachers tend to 

lack expertise when it comes to teaching students with disabilities and prefer to have 

referrals from psychologists and occupational therapists. Many teachers still hold on 

to the attitudes that LSEN belong in special schools as they are not trained in 



 

78 

inclusive education. This is shown by Ntombela (2006) who highlights the pressure 

that teachers may endure from teaching students with disabilities as most teachers 

are trained in general teaching methods but believe that assistance must be afforded 

to people to break down barriers that exist in the system, in order to unlearn old 

ways of thinking and embrace new ways of doing things. 

In another study by Ntombela (2011), he highlights the limited knowledge of the 

EWP6 policy. When the policy was introduced, no intervention in the form of 

workshops or training took place resulting in limited understanding of how these 

strategies would work. Currently TVET colleges are in the same position and are ill-

equipped as to how to implement EWP6. The DHET has the expectation that LSEN 

should be integrated with normal students; however, little knowledge exists on how 

to accommodate them in a mainstream classroom. Even though barriers may be 

mild to severe, it is imperative that the understanding is dependent on the type of 

barrier or special need that presents in a class. Lecturers must receive adequate 

training and should constantly be up-skilled to deal with any issue that may arise. 

Continuous professional development is the most important catalyst in promoting 

fully competent lecturers especially to serve in TVET colleges, in order to respond to 

the constantly changing landscape.  

3.11.10 Disabilities and Resource Centres 

Fully resourced centres play a pivotal role in the success of students with disabilities. 

The DOE (2005) policy on Conceptual and Operational Guidelines for the 

Implementation of Inclusive Education: Special Schools as Resource Centres 

suggests a radical transformation of current thinking and new ways that are 

consistent with SSRCs and EWP6. Suggestions highlight the importance of a new 

framework and recommend that they become support bases, with full-service and 

ordinary schools and district teams.  

The EWP6 makes the following suggestions: 

 The inclusion of students with disabilities in all areas of educational practices, 

and the subsequent moving away from using disabilities to separate students; 

 The provision of education should be based on what is best needed to support 

them; 
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 Providing support for students through full-service schools which possess the 

necessary capacity to be able to assist the learner with particular disabilities; 

 Provision of direction of how the initial facilities will be arranged and how 

additional resources will be attained; 

 How full-service, ordinary schools will incorporate students with disabilities with 

an indication of how they will be identified and assessed; 

 Ensuring that difficulties will be alleviated through the introduction of strategies 

and interventions to assist teachers to cope with diversity of learning; 

 The provision of clear direction for the education support system; and 

 Clear indicators on how disabled students should be identified and served by 

current special schools on site and be a resource for schools and teachers in the 

area (DOE, 2005). 

However, there remains a lack in clarity and an ambiguity around EWP6 that has 

prevented the implementation of these strategies effectively. 

3.12 LECTURER COMPETENCE IN DEALING WITH STUDENTS WITH 

DISABILITIES 

Using an interpretive paradigm, qualitative data was generated over a period of 12 

months from six lecturers who were teaching students with disabilities. Ngubane-

Mokiwa and Khoza (2016) investigated lecturers’ experiences of teaching STEM to 

students with disabilities and used a case study of two TVET colleges to ascertain 

how technology is being used in vocational training. Ngubane-Mokiwa and Khoza 

(2016) posit that in teaching subjects of Science, Technology, Engineering and 

Mathematics, the design is such that students and teachers possess similar physical 

abilities that would enable them to write formulas, draw diagrams and be proficient in 

the handling of scientific apparatus to physically engage in scientific experiments. 

In the apartheid years, teachers were trained differently. Training took place 

according to race, which contributes to the issue of some teachers having 

experience in teaching students with disabilities and some with general qualifications 

to teach. Ngubane-Mokiwa and Khoza (2016) assert that the problem is even greater 

in TVET colleges. With the introduction of technology which would resolve some 

problems in TVET colleges, the question arises around the competence of lecturers. 
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The findings of the study exposed a serious deficit of technological knowledge from 

lecturers in these programmes, especially with regards to teaching approaches and 

resources (Ngubane-Mokiwa & Khoza, 2016).This finding led to the conclusion that 

LSEN are not being technologically supported, with the same findings regarding 

pedagogical knowledge. The suggestion from Ngubane-Mokiwa and Khoza (2016) is 

that the lecturers could not teach across the three main approaches which is learner-

centred, teacher-centred and content-centred avenues. They further identified that 

what was even more confusing for the lecturers was the use of two different types of 

curricula, performance curriculum and competence curriculum simultaneously 

Ngubane-Mokiwa and Khoza (2016) posit that it will always be difficult for teachers if 

they continue to work with these two curricula, because the competence curriculum 

trajectory is horizontal and is driven by learning outcomes, while the performance 

curriculum is driven by subject content and follows a vertical approach. They 

concluded that it would remain a difficult task to offer support to LSEN, if they did not 

possess pedagogical knowledge, technological knowledge and content knowledge 

as the two curricula (performance and competence) are dependent on these three 

pedagogical approaches. 

Ngubane-Mokiwa and Khoza (2016) place emphasis on the White Paper for Post 

Schooling Training where TVET institutions were highlighted, by Dr Blade Nzimande, 

The Minister of Higher Education and Training in 2013. The policy (DHET, 2013) 

highlights pertinent aspects stipulating that: 

The DHET’S highest priority is to strengthen and expand the public TVET 

colleges and turn them into attractive institutions of choice for school leavers. 

Key objectives in strengthening colleges include improving their management 

and governance, developing the quality of teaching and learning, increasing 

their responsiveness to local labour markets, improving student support 

services and developing their infrastructure. 

The Kuching Declaration states that: 

Access to high quality education is a fundamental right to all. In times of 

global vulnerability, issues such as sustainability, health, peace, poverty 

alleviation, gender equity and biodiversity conservation need to be at the 

forefront of thinking, planning and actions related to strengthening STEM 
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education. While the relative balance and emphasis of these disciplines varies 

around the world, it is the interrelatedness and combination of these that will 

propel progress. 

3.13 TEACHERS AS AGENTS OF CHANGE 

Pantić and Florian (2015) argue that the preparation of teachers as agents of change 

in order to promote inclusion and social justice requires a sense of clarity, justifiably 

about what knowledge teachers need, believe and do and how they will articulate 

their agency as teachers when exercising this approach. While some agreement 

exists around the efficacy regarding values, skills and knowledge to engage with 

diverse groups of students, there is little knowledge surrounding development, how 

they are enacted and sustained, including any evidence of how this will be carried 

through in various teaching contexts and environments.  

Nevertheless national standards often reflect the specifications that are imperative 

for the competencies that teachers must have, to achieve their status as teachers. 

Pantić and Florian (2015) provide a comprehensive list of competencies that 

includes: 

 Theory, practical,knowledge and skills integration (Donnelly & Watkins 

2011;Korthagen 2001) ; 

 the skill to develop inclusive pedagogy( (Blanton, Pugach & Florian 2011; 

Florian& Linklater 2010) ; 

 Attitudes and skills which are collaborative (Frost 2012; Nevin,Thousand and Villa 

2009); 

 The recognition of the importance of the environment at home and working with 

families who are diverse( Hornby 2010; Scorgio 2010,); 

 How the effects of a broader comprehension of change in education has affects 

within the various contexts of exclusion and disadvantages(Slee2010;Zeichner 

2009); 

 Improving outcomes of learning through relationship building(Cornelius-White 

2007;Donnelly & Watkins 2011; Hattie 2009; Wubbels & Brekelmans 2005); 

 the capacity for inquiry and reflection (Liston & Zeichner 1990; Zeichner 2009);  
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 commitment to the education for all and the accounting of moral values (Carr 

2003; Kim & Rouse 2011; Pantić & Wubbels 2012). 

Teachers who are committed to social justice, inclusion and equality for all must be 

able to work towards building appropriate professional relationships with their 

students to enable a quick response which is adequate for their diverse needs 

(Pantić & Florian, 2015). Agency encompasses a sense of purpose, competence, 

autonomy and reflexivity.  

Pantić and Florian (2015) developed a model of teaching agency for social justice in 

applying these aspects of human agency explaining: 

 Sense of purpose in teachers’ beliefs regarding their roles as agents and 

understanding of social justice; 

 Competent teachers’ practices addressing the issues of underachievement and 

exclusion of some students; 

 Autonomous teachers’ perceptions of the environment and context-embedded 

interactions with others; and 

 Reflexivity teachers’ capacity to analyse and evaluate their institutional settings 

and practices. 

Pantić and Florian (2015) emphasise the importance of recognisng the diverse 

contexts in which teachers work and the structural aspects of schooling that can 

hinder inclusive practices. They argue that a well-designed framework is necessary 

to capture evidence of practices aligned with the inclusive pedagogical approach. 

This approach unites teachers who believe in their ability to support all children and 

the potential of all children to learn, along with their knowledge of socio-cultural 

perspectives on learning and relevant theoretical, policy and legislative issues.  

Florian (2012) agrees that due to the diversity of students, today’s classrooms 

demand more inclusive approaches for which many teachers feel unprepared. The 

inclusive practice project which was specifically devised for teacher reform resulted 

in an innovative approach. This will prepare teachers to enter the profession knowing 

the key strategies and taking responsibility for cultural, linguistic and developmental 

diversity and inclusive practices in their classes. 
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Table 3.2 below highlights the fundamental areas for teachers entering a profession 

that has transformed drastically and requires expanded competence in a very 

diverse classroom.  

Table 3.2: Inclusive pedagogical approach 

 

Source: Florian (2015)  

Teachers face several challenges in the workplace. The practice of inclusive 

education and mainstream classes add another dimension to the transformational 

aspects taking place in institutions. In preparing teachers the idea is to help them 

understand how their interactions with their colleagues and other agents contribute 

to the transformation and reproduction within their structural workplace. Combining 

the elements of the framework for progressive inclusive pedagogy in action together 

with the proposed model of teacher agency culminates in new possibilities for further 

knowledge generation (Pantić & Florian, 2015).  

This   will assist to systematically prepare educators for the relational requirements 

framing inclusive practices for development. “While working collaboratively with 

others is an integral part of the inclusive pedagogical approach, the model of teacher 

agency situates teacher competence for inclusive practice within the broader 

domains of teacher agency”  (Pantić & Florian, 2015:344). Table 3.3 highlights the 

perspectives of teacher agency and inclusive pedagogical practices. 
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Table 3.3: Aspects of teacher agency and inclusive pedagogical practices 

 

Source: Pantić (2015:344)  

Research by Hove and Phasha (2024) favours a range of quality support for 

students with disabilities. The author expresses that South African schools in line 

with the policy of inclusion accommodate a diverse range of learners. Hove and 

Phasha (2024) relays that as much as accommodation of learners do take place, 

there is not much information on how the students are supported. 

Mainstreaming has become a major factor that has firmly entrenched itself in the 

academic world although not everybody is open to the prospects of having mixed 

classes. However full-service institutions advocate for the mainstreaming of students 

with disabilities much to the criticism of many who believe it just will not work. 

However, the ILO has made a critical call for non-disabled people to train alongside 

disabled people. This recommendation is clearly supported in the ILO Vocational 
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Rehabilitation and Employment (Disabled Persons Convention, 1983, no. 159) and 

ILO Vocational Rehabilitation (Disabled) Recommendation, 1955 (no. 99) (ILO, 

2017). The ILO purposefully calls for authorities that are competent in the provision 

of vocational services to persons with disabilities, including the necessary 

adaptations and the use of general services where this is appropriate and a possible 

alternative (ILO, 2017). The governing body of the ILO gives credence to the 

fundamental issues of skills development of people with disabilities, for access to 

labour, and more importantly for the inclusion in programmes that offer employment 

promotion and mainstream training (ILO, 2017). 

The promulgation of the many acts adopted since the Salamanca Conference has 

thus had many who advocate for the inclusion of students with disabilities to be 

mainstreamed, but equally has its fair share of criticism. 

3.14 SPECIFIC LEARNING DIFFICULTIES 

Figure 3.6 indicates a broad spectrum of learning disabilities and difficulties of which 

staff are expected to be aware of in order to deal with students’ needs. 
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Figure 3.6: Specific learning difficulties 

Source: Colley (2021) 

However, the question arises whether all of these disabilities can be accommodated 

in a mainstream classroom. Irrespective of the type of disabilities or difficulties 

identified in a student it is pivotal and mandated by law to accept all students and to 

deal with all individual cases. This is evidenced in EWP6 which provides a clear 

directive that educational institutions are obliged to provide equal education for all 

students, including the youth who have disabilities. However Figure 3.6 conveys the 

clear challenges that may be presented in a classroom regarding the number of 

learning disabilities that exist and the number of problems that could arise in a single 

mainstream classroom.  

The UN CPRD affirms the importance of accommodating all people with disabilities, 

to ensure that equality and freedom is equally enjoyed by everyone, and where 

necessary adaptations should be implemented so it allows people with disabilities to 

be included to enable them to exercise fairness and equality regarding their rights 

(UN, 2006). This initiates the argument on the readiness of lecturers to 

accommodate every student that enters their classrooms in terms of curriculum, 

classroom structures, support structures and the awareness of the presence of the 

student with a potential disability. From the perspective of inclusive education, this 

means that LSEN must be encouraged to actively engage during classes. It is about 

ensuring equality for all students and acknowledging their individual differences. This 

may prove challenging considering the possibility of disadvantaging students with no 

learning disabilities.  

Since the end of apartheid in 1994, equality and human rights have been 

fundamental factors affecting their lives. The education of children with learning 

disabilities of every race, culture, gender and the varying degrees of academic ability 

put together in one classroom may help to heal the deep prejudices that permeated 

South Africans (Donohue & Bornman,2015) In essence transformation became a 

necessity. The transformation outlined in EWP6 highlights changes in the schooling 

system. As a result, education must now include students with disabilities learning 

alongside their peers in the same age group. This integration aims to facilitate both 
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their intellectual and social development, with the support of their peers (Donohue & 

Bornman,2015).  

Donohue and Bornman(2015) view inclusion specifically in South Africa from a 

human rights perspective, ensuring that the same opportunities are afforded to all 

students, providing them with the access to the same education to help them to 

become productive citizens. Political will and policy changes, unfortunately, do not 

always reflect the actual approach to managing learning disabilities in practice. The 

reality is evidenced by the lack of progress in policy implementation over the past 

decade (Donohue & Bornman, 2015).  

South African activists and policymakers realised the importance of a fundamental 

change in how education was being administered. This called into effect the type of 

education that students with special needs were receiving. South African activists 

insisted on an equal and just education system that accommodated all students with 

or without disabilities, acknowledging diversity and social justice for all students. This 

was the call for mainstream education for all. 

With the global focus being on inclusive education the DOE (2001) reveals that 

approximately 70% of school-going age LSEN are still in special schools. Much like 

what occurred during the pre-apartheid era, these students still remain separated 

from mainstream schooling, largely reducing any chance of their contribution to 

social or economic activities. What remains evident is that: 

The struggle to achieve a condition of belonging in education by and for 

children with disabilities exposes the deep structure of social exclusion that is 

represented in and reproduced by schooling, Seeking inclusive education is 

undermined by a range of factors including the appropriation of the discourse 

inclusion by deeply conservative forces committed to sustaining exclusion and 

the ethic of competitive individualism that is the engine for education policy 

making and school level practices. While inclusive education and the 

establishment of belonging for the diverse range of students who seek 

enrolment and successful participation in school is a challenging ambition, it is 

a first order requirement for sustainable futures (SLEE, 2019:909). 
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In a qualitative study conducted by Khumalo (2019), a case study was used to 

establish the experiences of four TVET lecturers who taught students with visual 

disabilities. In generating the necessary data, the use of semi-structured interviews 

were used. Khumalo (2019) used the theory of Kolb which she used as a basis for 

the interpretation of the experiences encountered by the TVET lecturers. Three 

major findings were found to be the source of the problems within the system that 

prevented efficient delivery of lecturing. It was found that lecturers had never 

received any professional training in preparation for these students. Secondly, there 

were no resources for students with visual disabilities, and no support was received 

from the Department of Higher Education or the college management. The lecturers, 

however, embraced the challenge and found their own means of dealing with the 

challenges they experienced. 

Besides visual disabilities, many students with hearing disabilities attend TVET 

colleges and struggle to cope in mainstream classes. Khumalo (2019) reveals that 

the study by Florian (2012) in Scotland showed that teachers in preparation to 

include students with disabilities in mainstream classes displayed reluctance and an 

unsympathetic attitude towards these students. They were not in support of having 

students with disabilities in their classrooms as they felt this would interfere with 

normal students and furthermore felt that they had not been trained to embrace 

students with disabilities. Currently TVET colleges still experience the same issues. 

A student with visual disabilities has no access to Braille; a student with hearing 

disabilities is left to find their own ways of coping in class. Identifying many other 

special needs is problematic as students are reluctant to ask for assistance. 

3.15 INTERNATIONAL AND DOMESTIC POLICY AND PRACTICES, MODELS, 

THEORIES AND RESEARCH  

Scientific together with ‘grey’ literature which makes reference to information 

produced outside the bounds of traditional distribution and publishing channels may 

include working papers, policy literature, urban plans and government documents. 

Currently research on barriers to learning and special needs within TVET colleges 

remains scarce. Much of the research has been conducted around schools and 

universities, with little focus on TVET institutions, thereby creating a critical gap in 

this area. This research gap warrants serious introspection by TVET colleges with a 
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focus on the experiences of lecturers regarding the inclusion of students with 

learning disabilities in mainstream classes, and how these students with special 

needs are understood, accommodated and have their needs adequately addressed. 

This section seeks to highlight international and domestic policy and practices, 

models, theories and research in this field. 

3.15.1 International Experience 

Globally, interest in inclusive education has sparked a wave of reform in policy and 

strategic imperatives as countries have worked towards adding value and meaning 

to the lives of people who were previously marginalised. The focus, especially on 

disability-inclusive vocational training has been advanced by the UNCRPD (2006), 

wherein Article 24 requires that societies and their governments are now required to 

ensure that persons with disabilities have equal access to vocational training, adult 

education, lifelong learning and tertiary education without any discrimination. Article 

27 of the Convention further highlights the importance of effective access into 

technical and vocational guidance programmes and placement and continuing 

vocational training. 

The ILO (2017) policy briefly mentions some global initiatives for inclusive education 

underscoring the fundamental investment and commitment of countries in creating 

an equal platform for people with disabilities. Among these countries are: 

 Australia 

Policies in Australia have been revised in an effort to monitor the effectiveness of 

plans in promoting people with disabilities within TVET institutions. In a recent policy 

document, Equity Blueprint 2011-2016 (National VET Equity Advisory Council, 

2011), a number of reforms have been highlighted which recommend the vocational 

education and training sector’s support of students with disabilities including those 

who were previously disadvantaged. 

 Bangladesh 

The National Skills Development Policy (NSDP) of 2011 that was formulated by the 

National Government of Bangladesh with assistance from the ILO provides 

recommendations on disability inclusion. This was part of a strategy in conjunction 
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with the Technical Vocational Education and Training Reform Project that was 

supported by the European Union (EU). The purpose of a National Strategy by the 

NSDP aimed to provide the necessary support in formulating the strategic direction 

for mainstreaming of people with disabilities in TVET institutions. The Department of 

Technical Education in Bangladesh implemented a pilot project in TVET institutions 

for mainstreaming disability issues that eventually led to the development of 

guidelines for inclusion within these institutions and the training of 140 vice principals 

on inclusive education? (ILO, 2017). 

 Ethiopia 

National guidelines by the Federal TVET Agency for the inclusion of people with 

disabilities were prepared together with the Ethiopian Centre for Disability and 

Development (ECDD). Through these guidelines, trainees with disabilities are now 

admitted in all regions in Ethiopia that comprises 35 skills training centres. The 

ECDD has been instrumental in capacity building of five TVET institutions and 

fosters stronger ties between TVET colleges and the labour markets in the inclusion 

of persons with disabilities (ILO, 2017).  

 

 India 

The Skills Council for Persons with Disability which involves the Ministry of Social 

Justice and Empowerment, the Confederation of Indian Industry (CII), and together 

with the National Skills Development Corporation places its emphasis on adequate 

standards and relevant industry-based skills training for persons with disabilities and 

allows employers to have an influence in the planning of policy where employment is 

provided to persons with disabilities. Article 19 in the Rights of Persons with 

Disabilities Act (2016), further endeavours to offer institutional programmes and 

schemes that include loans at concessionary rates in order to support persons with 

disabilities through employment, vocational education and training, and all other 

mainstream vocational programmes both formal and informal (ILO, 2017) 
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 Zambia 

In an effort to create a conducive and an inclusive environment, Zambia, under an 

ILO project worked towards fostering a TVET learning environment for persons with 

disabilities that involved awareness and training on disability issues being organised 

for teachers, support staff, managers and instructors for selected colleges in the 

country. This approach allowed participants to see how society’s barriers disabled 

people and to further identify how these barriers may be overcome (ILO, 2017). 

3.15.2 Inclusive Education in South Africa 

Inclusive education has become an important and relevant subject for discussion 

from a human rights and social justice perspective, more over in the interest of 

creating an equitable system of access into education and training. Although there is 

currently legislation that favours and places a more critical emphasis on how schools 

should deal with disabilities, TVET colleges are still struggling on how the 

implementation of inclusive education should be instituted. This section provides an 

overview of inclusive education in South Africa. 

3.15.2.1 Overview of legislation and programmes on inclusive education in South 

Africa 

Some of the legislation that mainstreams inclusive education are the Skills 

Development Act (Act No. 97 of 1998), the Skills Development Levies Act of 1999 

and the Promotion of Equality and Prevention of Unfair Discrimination Act (Act. No. 4 

of 2000), together with the White Paper on the Rights of Persons with Disabilities of 

2015. This legislation creates a comprehensive framework for the support of 

previously disadvantaged and disabled people of South Africa. The National Skills 

Development Strategy (NSDS, 2005) developed by the Department of Labour aimed 

at the transformation of education and training through increased access to training, 

the improvement in the quality of training, and the redress of inequalities (ILO, 2017). 

In understanding and conceptualising disability in South Africa, a background into 

the history of past practices is important.  
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3.15.2.2 Inclusive education in South African before democracy: pre-1994 apartheid 

era 

During the apartheid era, education in South Africa was a fragmented system with 

education departments being divided along racial lines into 18 education 

departments. While some departments had policies others had no policies, 

especially when it came to special needs students. During the 1970s, special 

schools were opened for students with autism and/or severe mental disabilities. 

However, poor communities including black disabled learners at pre-schools were 

further discriminated against with having no access to schooling at all (Ryan, 2010). 

The segregation according to special needs, race and disability further served to 

reinforce harsher discrimination for disabled learners (Ryan, 2010). 

During the 1970s, a move was made to open special schools for students who were 

severely handicapped, autistic or had minimal brain function (Ryan, 2010). However, 

students that fell into these categories were further segregated and placed in 

different classes depending on their race and culture (Ryan, 2010). According to 

Ryan (2010:114), “these special schools were hugely expensive to run and by 

segregating and categorising learners according to their race and disability, these 

schools also encouraged discrimination”. 

Due to the many types of disabilities among learners, intelligence quotient tests were 

introduced and conducted on students who presented with milder disabilities than 

those listed above. Where students showed they required extra resources to assist 

in their learning, special education classes within mainstream schools were created. 

This, however, led to their being labelled by their peers as being in the ‘stupid’ class. 

Inevitably, this had an adverse effect on their self-esteem and their future learning 

(Ryan, 2010). 

3.15.2.3 Inclusive education in South African during democracy: post-1994 era. 

With the change in leadership and government in 1994, transformation of the 

education sector received a much-needed boost. This was done to ensure that the 

system accommodated students in full-service places of education, and to meet the 

ideals of an inclusive system (Ryan, 2010). Furthermore, “learners with special 

educational needs or learning barriers such as physical impairments, socio-
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economic deprivation, inadequate support services, and language barriers) are being 

included in mainstream classes” (Ryan, 2010:115). Fernandez– Batanero et al 

(2022) expound on the need for support throughout the educational process, as it is 

crucial especially during the transitioning from secondary to higher education and 

must be carried out through the establishing of transition strategies. 

Notwithstanding the positive change, South African institutions still struggle with how 

LSEN should be included and assisted. Mutanga (2017) underscores the crisis in 

redressing past inequalities, and the challenges that remain in transforming formal 

rights on paper into real rights of individuals in an inclusive system. The scholar 

asserts that the SAHE system continue to perpetuate social injustices and structural 

inequalities. 

Difficulties around access and participation are still being experienced by students 

with disabilities a decade after the signing of and ratification of the UNCRPD 

(Mutanga, 2017). This ironically is a human rights treaty and is intended to protect 

“the rights and dignity of people with disabilities” (Mutanga, 2017:143). Similarly, 

Tugli (2013) postulates participation rates as being low in higher education 

institutions because there is little support by the institution, due to issues of disability 

not being an area that is prioritised by most of the higher education institutions, 

coupled with a significant lack of interest from the political domain. 

3.16 INCLUSION AND DISABILITY IN SOUTH AFRICA 

In South Africa, barriers to learning are addressed in EWP6 (DOE, 2001). The 

Minister of Education, Professor Kader Asmal, at the time, acknowledged the 

significance and relevance of this paper and regarded EWP6 as a “post-apartheid 

landmark policy” that broke all connections with the past and gave people with 

disabilities the valued recognition they deserved in their continued contribution to 

society (DOE, 2001). He reiterated, however, that this must not be done in isolation, 

hence the purpose of the policy. Professor Asmal, was cognisant of the complexity 

and challenges of inclusion and expressed his personal views that he was: 

… also deeply aware of the anxieties that many educators, lecturers, parents 

and learners hold about our inclusion proposals for learners with special 

education needs, they fear the many challenges that may come with inclusion 
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of teaching, communication, costs, stereotyping and the safety of learners-

that can be righted only by further professional and physical resources 

development, information dissemination and advocacy (DOE, 2001:3) 

The policies fundamental purpose was to work towards the building of an inclusive 

education and training system that argues specifically for the accommodation of all 

students within a single mainstream education system. This framework was 

envisioned as a means of eliminating previous exclusionary practices that separated 

students into special schools for those with disabilities and normal schools for normal 

students. Furthermore, emphasised in the policy is support in the form of training, 

disability support teams, resources and additional training for teachers.  

The EWP6 (DOE, 2001) requires an inclusive education and training system that is 

able to meet the needs of not only those that have mental, physical and neurological 

impairments but also those, who, through socio-economic deprivation and illness 

experience difficulties in education. (OECD, 2008). Therefore, the OECD (2008:261) 

states that: 

South Africa gives “educational inclusion” a much broader meaning than 

simply “access to schooling for persons with disabilities”. It is part of a 

fundamental shift away from the segregated education system of the 

apartheid period towards the principle of social inclusion and reflects the 

country’s determination to promote equality and prevent any form of 

discrimination – whether it be on the basis of race, gender, language, 

disability or poverty – in all spheres of life. Beyond mere access to education 

and breaking the cycle of poverty, inclusive education is part of the nation’s 

promotion of diversity, citizenship and economic and social wellbeing. 

However, even though there are policy guidelines in place, the Minister of Higher 

Education Dr Blade Nzimande admitted at the launch of the South African White 

Paper on Post-School Education in January 2014, that there is currently no national 

policy on disability that guides education and training. On 11 May 2017, in a 

televised interview, Dr Blade Nzimande made special reference to Technical 

Vocational Education and Training (TVET) colleges lacking both in policies and the 

necessary capacity to deal with staff and the ability to accommodate students with 

disabilities. He further argued that even though there are policies, guidelines and 



 

95 

national conventions, this has done little to create an integrated post-school 

education system as the current system remains fragmented and separate when it 

considers existing transformation and the diversity of programmes within institutions. 

TVET colleges tend to work according to individual needs and have varied levels of 

commitment towards the allocation of resources for disabled students. Dr Nzimande 

concurs that even though a bursary scheme was introduced in 2008 through the 

National Skills Fund (NSF) to complement funding from the Department of Labour, 

this remained underutilised. This sparks concern, considering the issues of 

inequalities, regarding access and redress in education that remain an extremely 

urgent matter that requires immediate attention. 

The year 2024 has brought much criticism for its reduction in NSFAS to TVET 

Colleges. TVET colleges  receive funding for  infrastructure .Institutions find it difficult 

to report the enrolment of students with disabilities due to  students not indicating 

their disability status on registration forms for fear of stigmatisation. This negates the 

ability to report cases for additional support.  

The South African White Paper on Post-School Education and Training issued by the 

DHET (2014) seeks to compel all higher education institutions to address issues of 

disability and to create higher levels of awareness and has set a target to meet these 

objectives by 2030.  

Some of the targets set by the South African White Paper on Post-School Education 

and Training is to turn TVET colleges into attractive institutions of choice for school 

leavers. To strengthen the image of the colleges, it is envisaged that partnerships 

with employers will be prioritised. This will allow access to opportunities in the 

workplace and would improve opportunities for industry experience for students. 

Opportunities will be created for students for work placement, since the goals of 

TVET colleges are to prepare students for the job market. SETAs will also play a 

critical role in establishing links between colleges and industry. Employers can play a 

pivotal role in advising colleges around issues of current market demands and the 

realigning of a curriculum that is market-responsive. This would contribute to creating 

employment for TVET students, thus making them more marketable.  

Curricula within TVET institutions are currently regarded as complex in their 

administration, difficult for both the students and their parents to understand and not 
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adequately quality-assured. A review of the curriculum will be instituted which is one 

that will respond to local labour demands. This will be done with the assistance of 

unions, employers, colleges and the Department of Basic Education. Fundamental 

articulation to other post-school programmes will be included in the review to expand 

opportunities for students; however, there is still no national policy to guide post-

school education on disability in the post-school domain and training institutions 

(DHET, 2013). 

The White Paper for Post-School Education and Training places much emphasis on 

the issue of increased access of students with special needs. Within the education 

arena, The Adult Basic Education and Training Act (2000), the South African 

Schools Act (1996), the FET Act (1998) and the Higher Education Act (1997) have 

mandated that educational institutions should ensure that students with special 

needs have access to education (DHET, 2013) The focus of the EWP6 (DOE, 2001) 

is for higher education institutions to improve access by developing appropriate 

institutional plans. 

3.17 FULL-SERVICE SCHOOLS IN SOUTH AFRICA 

Full-Service Schools (FSS) are defined as “mainstream education institutions that 

provide quality education to all learners and students by supplying the full range of 

learning in an equitable manner” (DOE, 2005:8) The fundamental purpose of FSS is 

the commitment to always strive towards achieving access, social justice in 

education, quality and equity (DOE, 2005). The focus of FFS is on inclusion. Its main 

objectives revolve around the ability to transform institutions into places where 

challenges can be addressed and barriers identified to ensure that learning can 

occur. The focus on the accessibility of schools remains a primary objective so that 

all learners can attend and achieve their full potential. 

In addressing the purpose of full-service places of education the DOE (2001) refers 

to inclusive education as envisaged in EWP6, as encompassing and acknowledging 

the following aspects: 

 All children and youth can learn, and they need support. 
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 Accepting and respecting that all students are different in some way and have 

different learning needs that are equally valued and part of the normal human 

experience. 

 Enabling the structures, systems and learning methodologies to meet the needs 

of all students. 

 Maximising the participation of all students in the culture and curricula of 

educational institutions and minimising barriers that are uncovered. 

 Empowering all students by focusing on their individual strengths with a view to 

enabling these students to participate effectively and equally in the learning 

process. 

The above purpose forms a critical aspect of the vision for inclusive education so 

that all students that are part of any education institution including TVET colleges are 

accommodated and supported as effectively and holistically as possible irrespective 

of their learning disability.  

Even though EWP6 refers to FSS or colleges as those that should be fully equipped 

and supported in an effort to provide for the full range of learning needs, Makanya 

(2015) found that training remains inadequate, resulting in lecturers not having the 

necessary knowledge of how to properly assist or support these students. This was 

confirmed in a study by Ngubane-Mokiwa and Khoza (2016) that students with 

disabilities in TVET colleges are not supported technologically due to a lack of 

knowledge, resources and appropriate teaching methods.  

In accepting this approach of inclusivity, it must be acknowledged that learners who 

are deemed vulnerable due to barriers to learning, including exclusion in South 

Africa have been historically referred to as LSEN which are those students that have 

disabilities and impairments (Ryan, 2010). These students currently experience a 

tremendous number of challenges in mainstream classes. The researcher has noted 

during the course of lecturing, students who can barely read, write or understand the 

constructs of simple sentences. Many are teased or laughed at and this has a 

devastating effect on their morale. They rarely contribute in class after these 

episodes. Quite often, the researcher overhears that the content is too difficult to 

understand or that the lesson is proceeding at an extremely fast pace. Language is 
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also a critical factor and remains problematic as many learners’ struggle with the 

language of instruction which is English. Most students speak indigenous languages. 

This makes group work, oral exercises, role plays and quizzes, extremely difficult as 

LSEN offer minimal contributions to these exercises or simply refuse to participate. 

Normal students are vocal about not wanting students with disabilities in their groups 

to conduct class exercises, exacerbating issues of isolation. Students very often 

complain that the lessons are far too difficult to understand and often whisper to their 

classmates asking them to explain what has just been taught. This creates some 

frustration among the normal learners, who feel like they are being disturbed. 

Much like South Africa, a study in East Africa showed similar problems and Ebuenyi 

et al. (2018) agree that teaching skills remain inadequate with stringent admission 

requirements combined with rigid TVET curricula. They further bring into focus 

school policies which are unclear, a lack of support specialists, propounding the 

structural barriers for the inclusion of persons exhibiting mental disabilities.  

The TVET programmes not only focus on the acquisition of vocational skills but 

comprise formal education as well. Observations revealed that those students with 

mental and intellectual disabilities were unable to meet the requirements of TVET 

programmes (Ebuenyi et al., 2018) 

Other critical areas like assessment strategies are standardised for the normal 

student placing vulnerable learners in an unfair position. Oral exercises are poorly 

delivered, written work and tests have dismal performance levels, resulting in many 

failing or dropping out of the system. Another issue is the physical design of 

classrooms and the overcrowded setting making it extremely difficult for the 

manoeuvring of students within the classroom or the ability of the educator to get to 

the student to provide individual attention. This causes embarrassing, awkward 

situations for them, affecting their confidence levels.  

3.18 LECTURERS AND DISABILITIES 

Mayat and Amosun (2011) perceived a lack of awareness by lecturers in supporting 

students with disabilities once they are registered for any programme at their TVET 

colleges. Furthermore, the study revealed that some lecturers had significant 

reservations regarding whether or not learning outcomes would be reached by these 
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students. Makanya (2015) argues that lecturers are not professionally trained to deal 

with LSEN and that TVET college’s offers minimal support to lecturers in this regard. 

He further highlights the plight of lecturers in assisting students with disabilities due 

to the said lack of knowledge and the dire need for specific training in this area to 

better accommodate and assist students optimally. Mudau (2018) concurs that when 

training was offered to lecturers for the NC (V) curriculum, the main focus was on 

delivery of the curriculum with little emphasis on inclusive assessment practices. 

Participants highlighted that they were unable to support students since they were 

not trained in the skills needed to teach LSEN (Mudau, 2018). 

3.19 SUPPORT FOR STUDENTS WITH DISABILITIES 

Support for students with disabilities may occur through diverse means. In 

interviewing 30 students within a higher education institution, Matshediso (2010) 

found that some students had positive experiences with lecturers while others 

reported negative ones. The support received by these students came from multiple 

academic and non-academic sources including their families and friends. It is 

important to note that students with disabilities reported that some academic staff 

were positive in their interactions with students. 

Varcoe and Boyle (2013) revealed that teacher attitudes were also influenced by 

those who had the relevant resources to teach effectively. The availability of 

resources within classrooms thus indicates the need to ensure that TVET college 

lecturers are fully enabled to assist and support students by providing them with 

adequately resourced centres. It must be noted that resources combined with 

relevant, adequate training will have a positive effect both on teacher attitudes and 

students. 

3.20 CHAPTER SUMMARY 

This chapter has provided a global view of literature attained on inclusive education. 

Even though there is some literature available, all indications point to a lack of critical 

literature from within higher education institutions especially for TVET colleges. 

TVET colleges seem to lag behind other tertiary institutions, considering the 

implementation of inclusive practices. Current literature indicates that even though 
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there is an awareness of students with special needs within the system, there is an 

inability to implement strategies without concrete policies in place.  

The next chapter presents a comprehensive and in-depth look at the research 

paradigm and design application for this study.  
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CHAPTER 4: RESEARCH DESIGN AND METHODOLOGY 

The previous chapter integrates critical literature around inclusivity and the 

mainstreaming of students with special learning needs in TVET classes. The current 

chapter encapsulates the research design and methodology utilising a qualitative 

approach within an interpretivist paradigm. A case study and a non-probability 

purposive sample procured the goal for the purpose of this study. The primary focus 

of these methods is in ensuring that questions are answered adequately and 

succinctly through the use of an in-depth exploration of the subjective experiences of 

Lecturers in mainstream classes with students who may exhibit special learning 

needs. Interviews, observations, field notes and a recorder were incorporated to 

glean the necessary information enveloping the purpose of the study. Notes assisted 

in the backing up of crucial information. The researcher endeavoured at all times to 

extract rich, detailed information. 

4.1 RESEARCH APPROACH 

The researcher adopted a qualitative approach as it allows an in-depth exploration of 

the study under investigation. Alam et al (2024) describes qualitative research as a 

methodical approach which is used in humanities, social sciences and other domains 

and sub domains for purposes of investigation and to comprehend patterns, 

underlying meanings, the delicateness of the human experience, occurrences and 

actions. This study finds that the qualitative approach is suitable as it takes place in a 

natural setting, which are the TVET colleges, and therefore aims to understand the 

experiences of lecturers in their natural settings using an interpretive research 

paradigm. 

4.2 RESEARCH PARADIGM 

An interpretivist paradigm is employed to investigate the subjective experiences of 

TVET lecturers in respect of students living with disabilities in a classroom context in 

TVET colleges of KwaZulu-Natal. In interpreting subjective experiences, one must 

note that these experiences are based on personal feelings and beliefs as opposed 

to facts. Thanh and Thanh (2015) underscore the importance of using an 

interpretivist paradigm to understand the perceptions of individuals and to explore 

their experiences in an effort to uncover their reality. This method is used in 



 

102 

qualitative designs as the reliance is on the actual reality of the individual, rather than 

statistics. Finally, an interpretivist paradigm has its focus on what human beings 

have to say within the realm of their experiences and serves the purpose of this 

investigation as lecturers’ experiences in supporting students with disabilities will be 

explored. 

4.2 3 RESEARCH DESIGN 

A case study design was used. Heale and Twycross (2018) as a systematic, 

intensive investigation of a group ,single individual, community or a unit where in-

depth data related to several variables is examined. Yin (2015) further explains that 

a case study may be explanatory, exploratory, descriptive, multiple or single. A case 

study in this instance explores the dynamics that occur within specific classroom 

environments in a real-life situation. Creswell (2012) further mentions that this 

approach may involve multiple sources of information including interviews, 

observations, documents, reports and audiovisual material. McMillan and 

Schumacher (2010) concur that a case study may be used due its uniqueness or to 

elucidate an issue. This study sought to explore the experiences of senior managers, 

campus managers and lecturers on three campuses within the uMgungundlovu 

district of KwaZulu-Natal in order to provide an integral view of the dynamics of 

supporting students with disabilities within mainstream classrooms in TVET colleges, 

thus making the case study approach a suitable choice. 

4.3 POPULATION AND SAMPLING 

Probability and non-probability sampling are widely used in social sciences research. 

Wisniowski et al (2020:121) characterizes probability sampling as a process of 

drawing samples using random selection, emphasising that every element of the 

population has a ‘known nonzero inclusion probability’. Non probability sampling  

according to Wisniowski et al (2020:121) entails an arbitrary ‘ selection of elements 

into the sample’ for which the probabilities of inclusion may possibly be zero or 

unknown.  Rai and Thapa (2015) further add that purposive sampling is also referred 

to as selective or subjective sampling, judgemental, and relies on the judgement of 

the researcher for the selection of units (eg.;cases/organisation, pieces of data and 

events). 
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A non-probability sampling method was utilized for this study. This allowed the 

researcher to use her own judgement when selecting members of the population that 

represent certain characteristics that are pertinent to the study. Non-probability 

sampling techniques include quota sampling, convenience sampling, purposive 

sampling, heterogeneity sampling, modal instance sampling, self-selection sampling 

and expert and snowball sampling. This study focused on purposive sampling. 

4.3.1 Purposive Sampling 

Purposive or convenience sampling was appropriate for this study as it allowed the 

researcher to select information-rich participants that are representative or 

informative to the topic at hand (McMillan & Schumacher, 2010). Campbell et al 

(2020) further  assert that the reason for purposive sampling is to ensure a distinctly 

better matching of the chosen sample to the objectives and aims, thereby improving 

trustworthiness of data and results and improves rigour of the study. Researchers 

view sampling as a strategic choice as to who will be involved in the study and how 

and where the investigation needs to be conducted. The sample was drawn from a 

pool of information-rich sources that are the Senior managers, campus managers 

and lecturers  within the government TVET college sector of South Africa.  

4.3.2 Sample Size 

The research sample included three (3) senior managers, three (3) TVET  managers 

representing the respective campuses, and twelve (12) lecturers in the 

uMgungundlovu district of KwaZulu-Natal. This will reveal their lived experiences and 

contribute to the authenticity of the study. Interviews were conducted with the TVET 

Academic Head (Deputy Director) of the college, the Curriculum Division Manager 

and the Quality Assurance Manager who are responsible for the involvement of the 

choice and quality of courses implemented within colleges. These officials deal with 

the implementation of all policies and approval of programmes and courses within 

the college. This includes the inclusive policies and curriculum within TVET colleges. 

The interviewing of key stakeholders contributed to a varied and rich source of data 

to be drawn.  
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4.4 INSTRUMENTATION AND DATA COLLECTION TECHNIQUES 

A Qualitative design proved suitable for the study  allowing a thick, rich description of 

information (Creswell, 2012). Data collection proceeded through a series of semi-

structured questionnaires via face to face interviews, class observations and field 

notes. A recorder was utilised to revert to when necessary. As the researcher my 

intention throughout the process was to place a deep level of concentration on the 

daily experiences of lecturers and issues they faced.  Field notes assisted in 

elucidating areas providing structure and context to the experiences of mainstream 

issues. Class observations assisted the researcher in following the actual processes 

during lessons which augmented crucial information. 

4.4.1 In-depth Interviews 

The researcher conducted an in-depth investigation of the study using a semi-

structured interview guide for face-to-face interviews. This allowed for greater 

flexibility and additional probing where necessary. Interviews are intended to elicit a 

deep understanding of participants’ views and subjective experiences. According to 

Glesne (2006), meaningful interpretations can be made by analysing conversations 

which allow the researcher to get a deeper insight into participants’ experiences. The 

interviews were recorded with the permission of participants so that a more thorough 

analysis of the recorded interviews can be done at a later stage. The voice 

recordings allowed the researcher to focus fully on the person being interviewed 

without any external distractions. Note taking during the interview process assisted 

the researcher in capturing additional information that might be useful for probing 

thus complimenting the process. 

4.4.2 Observation 

Mirhosseini, SA. (2020) acknowledges that the significance of qualitative data is 

‘contextual situatedness, deeming that evidence examined by qualitative researchers 

should reflect the ‘ nature of the phenomena within their actual setting’. Mirhosseini, 

SA. (2020) further explains that it is therefore incumbent that in a ‘prototypical 

qualitative study’ data may be obtained via participation within real life contexts and 

these events may be recorded. For purposes of this study the researcher ensured 

that a non-obtrusive observation occurs which ensures that the researcher may 
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record all activities as they occur. Field notes were taken so that non-verbal cues 

could be recorded. 

Observations were conducted during classroom visits as a means of witnessing first-

hand the experiences of TVET college lecturers in an inclusive classroom. To 

observe how students with disabilities are accommodated in a mainstream 

classroom context, the researcher used an observation checklist (Appendix F) and a 

recording device to be able to refer to later in order to make additional field notes 

where critical aspects may have been missed. The observation checklist allowed the 

researcher to record patterns and behaviour of students with disabilities in class, 

responses of these students and to glean how these students were accommodated 

in mainstream classes. This allowed the researcher to gather additional supportive 

evidence for the study. 

4.5 DATA ANALYSIS AND INTERPRETATION 

Bertram and Christiansen (2014) identify data analysis as consisting of three flows. 

These are data reduction, data display, drawing of conclusions and verifications. In 

identifying themes, Braun and Clarke (2006) recommend that a researcher should 

work in a systematic fashion proceeding through the entire data set and identifying 

interesting sub-themes that will form the basis of all major themes. 

Qualitative Content Analysis (QCA) is widely used to analyse themes in social 

sciences research making it suitable for this study. Stemler (2000) posits that content 

analysis is not simply based on word counts but is a technique that is rich and 

meaningful particularly when it comes to its reliance on the categorising and coding 

of data. He agrees that this is a useful technique in the analysis of field notes that 

are taken during observations and interviews. 

During the process of observation and interviews large amounts of data are 

collected. However, Schreier (2013) argues that unlike other methods that actually 

add to data, QCA is useful in that it aids in reducing the amount of information. In 

essence, the fundamental focus of QCA, according to Schreier (2013) is to focus on 

selected aspects and most importantly, on the research question. 
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Content analysis is also very useful for the examination of patterns and trends in 

documents. This would be useful in this study as Schreier (2013) concurs that this is 

a method that is both systematic and flexible. 

Once the data set has been worked through, the researcher identifies major and 

minor codes or themes for analysis and interpretation. According to Rule and John 

(2011), a suggested coding option comprising open, axial and selective codes can 

be used to create labels, to make connections across categories and to connect 

information to reach viable and focused categories.  

4.6 COMPARABILITY, CREDIBILITY, REFLEXIBILITY, RELIABILITY, 

TRANSPARENCY AND TRUSTWORTHINESS 

A number of features are identified as fundamental to ensuring the rigour of a study. 

These are “transparency, maximum validity or credibility, maximum reliability or 

credibility, comparativeness and reflexibility” (Samaure & Given, 2012:2). Adler 

(2022)  surmises that trustworthiness plays a huge role in the evaluation of the worth 

and integrity of a study. It is acknowledged by Gay et al. (2011:392) that 

trustworthiness is fundamental to ensure that the research is of a high quality. 

Credibility and trustworthiness of the data is also vital to ensure that results of the 

study can be verified. 

Ensuring validity and credibility will show that the study is fairly and accurately 

represented (Samaure & Given, 2012). Credibility can be shown in a number of 

ways. One of them is member checking as a means of ensuring that information is 

accurately represented thereby ensuring credibility of data. Member checking in 

qualitative research is regarded as respondent validation or informant feedback. This 

technique is used to enhance and improve the internal validity, credibility and 

accuracy of the study. 

The advantage of using member checking in a study cannot be underestimated as it 

prevents distortion of captured data, corrects what is perceived as incorrect 

information and prevents false information from being presented as authentic 

research. However, there are drawbacks when using member checking as the 

respondent may refuse to participate due to time constraints; respondents may also 

tell you exactly what they believe you want to hear; or they may change their minds 
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and ask for information considered to be vital to the study to be removed. Checking 

was done by taking back the information that was captured and interpreted to allow 

for members to check the authenticity of the captured information, thereby validating 

or rejecting it. 

Other essential features like transparency refer to the clarity of the study when 

referring to the process followed. According to Samaure and Given (2012), this 

provides an audit trail and secondly checks as to whether the study is generalisable 

to other researchers, should they choose to replicate the studies in order to see if 

they have similar outcomes. It also allows the readers to ascertain whether the most 

appropriate method was chosen to answer the research question (Samaure & Given 

2012) 

Samaure and Given (2012) also indicate that comparison among the various cases 

is essential to ensure that a theory can be built that is representative of all voices in 

the study. They believe that it is valuable to make these comparisons so that it can 

be related to the broader research context. 

In enhancing the integrity of data, McMillan and Schumacher (2010) refers to 

triangulation as a means of using multi-method strategies where the corroboration of 

data is undertaken through the use of multiple data sources. Thurmond (2001) 

defines triangulation as the combination of theoretical perspectives, data sources, 

data analysis methods, investigators or methodological approaches. 

Bans-Akutey and Tiimub (2021) postulate that triangulation is an advantage as it 

helps to confirm findings ,especially when researchers use various methods for 

example qualitative and quantitative methods and is fortunate having findings from 

all methods pointing in a specific direction, consequently confirming results.The 

author contends that this confirms that work carried out is accurate . 

However Bans-Akutey and Tiimub (2021) emphasises  that using triangulation does 

not meant that data which has been collected cannot be questioned. 

However, there are also distinct disadvantages of triangulation which include the 

difficulty of dealing with vast amounts of data, increased time involved, investigator 

bias and conflict regarding the theoretical framework used (Thurmond, 2001,). 
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Thurmond (2001), however, acknowledges that when triangulation is used 

appropriately it may contribute positively to research findings. 

McMillan and Schumacher (2010) also expand on the importance of triangulation as 

a means of cross validation among sources to ensure credibility in an investigation. 

Merriam (2002) emphasises the importance of triangulation, peer examination, an 

audit trail and critiquing the researcher’s position, which are required to ensure 

reliability, consistency and dependability. Finally, reflexivity by researchers shows 

what influence their presence may have had on the results of the study (Samaure & 

Given, 2012) 

In this study, triangulation through interviews, rigorous peer review and transcript 

verification was undertaken to ensure that information remained authentic and 

unbiased. Peer review involved the evaluation of academic, scientific or other 

professionals within a relevant field provides valuable feedback for the researcher . 

This allows for credence and acceptance of the research study. 

The next section expounds on the ethics required for research as it forms the 

cornerstone of a study to ensure integrity and compliance. 

4.7 RESEARCH ETHICS 

4.7.1 Protection from Harm 

The researcher ensured that participants did not face any risk or harm during the 

research process. Risk or harm associated with the study may include any emotional 

distress, medical conditions, physical discomfort or embarrassment (Barrow & 

Khandhar, 2020) in line with the principle of beneficence (Creswell, 2012). 

Beneficence encompasses the welfare of participants in research ethics as a primary 

goal of any research study or clinical study. 

The negative health risks associated with the novel Corona virus, also referred to as 

COVID-19, were be considered, particularly when collecting field notes and primary 

data from participants. The researcher had to take all the necessary precautions to 

limit the risk of exposure to COVID-19 for all participants.  
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4.7.2 Informed Consent 

Creswell (2012) underscores the importance of gaining informed consent and 

consideration from all research participants. The researcher complied with all ethical 

guidelines and ensured that the consent of all stakeholders was obtained when 

conducting this investigation. Permission was obtained from the TVET colleges that 

the research was being undertaken as well as the written and signed consent from 

all research participants (Barrow & Khandhar, 2020). 

4.7.3 Confidentiality and Anonymity 

McMillan and Schumacher (2010) expound on the seriousness of confidentiality and 

anonymity. Participants were made aware that all information would remain 

confidential at all times and the researcher will ensure that no participant will be 

identified through the research. Pseudonyms were assigned for this purpose so that 

identities of participants were concealed for purposes of anonymity (Creswell, 2012). 

4.7.4 Right to Withdraw 

All rights were explained to research participants prior to commencement of the data 

collection. They will be informed of the right to withdraw at any time without penalty 

and without providing any reasons. Barrow and Khandhar (2020) concur that all 

participants should have the right to decide whether or not they want to partake in 

the study voluntarily. It is important that no coercion or exploitation in any form 

occurs whether explicit or implicit in violation of the rights of the participant. 

4.7.5 Limiting Researcher Bias 

Bias in this study can occur when the principal researcher allows their position to 

influence the outcome of the results (Creswell, 2012). This is risky as the outcomes 

of the study may be compromised by distorted results. In order to remain objective 

and limit bias, the researcher reviewed the findings with peers and consulted multiple 

sources to verify information. This ensured that my potential bias position as a 

lecturer within a TVET institution was minimised.  
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4.7.6 Risk Minimisation COVID-19 

The ramifications of the novel Corona virus brought a new set of challenges for 

researchers and participants. It is vital to note that the protection of participants 

should be at the forefront of all interactions between the researcher and participants. 

The researcher ensured that a register was kept in place with details of all 

participants for identification purposes. This was done to assist in tracking members 

should the information be required for COVID 19 purposes. The register was 

confidential being duly and safely stored. A guide detailing COVID 19 rules which 

include social distancing, sanitising rules, cough etiquette, non-touching of the face 

during interviews, masks to be worn at all times was highlighted and issued to each 

participant before the set interview date. In addition, participants were asked in 

advance whether any co-morbidities or illnesses existed that could put them at risk 

during interviews. These participants could choose to withdraw or remain as part of 

the study if it was safe to do so. The researcher ensured that a medical /first aid kit 

with additional sanitisers, masks, spit screens (face shields), and gloves were always 

carried and made available where necessary. Before the start of each interview, the 

signed document that the contents of the COVID rules were understood and would 

be adhered to were collected and stored safely with the register. Due to the social 

distancing rules, two recorders were used to capture all information, one for the 

researcher and one for the participant to ensure that the required social distance was 

always maintained. 

4.8 LIMITATIONS AND DELIMITATIONS OF THE STUDY 

This study examines the ‘Experiences of technical vocational education and training 

college lecturers with students living with special learning needs in a mainstream 

classroom context in Kwa-Zulu Natal. Interviews, observations, and class visits were 

conducted to ascertain how interactions occur between lecturers and students. The 

researcher used information rich sources who include the senior management team 

who had knowledge of policies and inclusion issues , campus managers who 

oversee lecturers and lecturers who deal with students daily  

This investigation was conducted in a single geographical area. Responses were 

limited to participants within the government TVET education sector. During the 

Covid pandemic severe restrictions had to be put in place forcing the researcher to 
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remain within a single area. This was beyond the control of the researcher. This was 

a contributory factor  making it impossible to choose a larger sample for purposes of 

generalizing to other TVET colleges  . Although the study was limited to a single 

area, the researcher believes that the findings might be instrumental in assisting the 

education sector to transform the shortcomings of inclusive education within the 

TVET college sector. 

4.9 CHAPTER SUMMARY 

In summarising chapter four the researcher took cognisance of a number of issues. 

A discussion of the design and methodology, type of approach and sampling had to 

be carefully considered. The crux of the chapter used a qualitative approach and 

employed an interpretivist paradigm focused on the ability to extract pertinent 

information. In addition interviews, observations and field notes were conducted with 

a sense of purpose, to ensure that questions for the study could be answered. Data 

collected were analysed, coded from which themes emerged. The next Chapter 

presents the findings of the research.  
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CHAPTER 5: FINDINGS AND DISCUSSION 

“The greatest gift that you can give to others is the gift of unconditional love and 

acceptance”- Brian Tracy 

5.1 INTRODUCTION 

The previous chapter presented the research design and methodology. The 

researcher collected field notes from participants in order to answer these research 

questions: 

RQ1 What are the experiences of TVET college lecturers with students’ with special 

learning needs in a mainstream classroom setting? 

RQ2 How do TVET college lecturers accommodate students with special learning 

needs during teaching and learning? 

RQ3 Which additional teaching methods and technical support should be provided 

for students with special learning needs to ensure success in classes? 

RQ4 What strategies or interventions being undertaken to deal with students with 

special learning needs? 

In this effort, the following chapter unpacks the findings and analysis of interviews 

conducted with the SMT, campus managers and lecturers who engage with students 

from the three campuses within the uMgungundlovu TVET college system. All 

primary data emanating from the interviews is presented in this chapter. The data 

emerged from the participants’ perceived understanding of inclusive education as 

they explained their interactions with their students daily. From the interviews, the 

researcher identified codes, themes and sub-themes. Each interview took forty-five 

minutes to an hour. Pseudonyms were used for purposes of protection and 

anonymity.  
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Table 5.1 that shows the pseudonyms, the gender, highest qualifications, work experience, special 

needs training and hierarchical position of all participants.  

Table 5.1: Details of the participants who were interviewed 

Pseudonyms Gender Highest Qualification Experience 
Special Needs 

Training 

Hierarchical 

Position 

College Management 

SM1 Female Master of Education 30 None 
Senior 

Management 

SM2 Male Master of Education 33 None 
Senior 

Management 

SM3 Female Master of Education 33 None 
Senior 

Management 

Campus 1 

CM1 Male 
Bachelor of Education 

(Honours) 
13 None 

Campus 

Manager 

L1 Female 
Bachelor of Social 

Sciences 
13 None Lecturer 

L2 Male 

Bachelor of Science 

Postgraduate Certificate in 

Education 

9 None Lecturer 

L3 Female 
Bachelor of Accounting 

Science 
11 None Lecturer 

L4 Female 
Advanced Certificate in 

Education 
14 None Lecturer 

Campus 2 

CM3 Male 
Bachelor of Education 

(Honours) 
30 None 

Campus 

Manager 

L5 Male 
Bachelor of Education 

(Honours) 
10 None Lecturer 

L6 Male Master of Education 11 None Lecturer 

L7 Female  
National Professional 

Diploma in education 
8 None Lecturer 

L8 Male 
National Professional 

Diploma in Education 
16 None Lecturer 

Campus 3 

CM3 Male 
National Professional 

Diploma in Education 
13 None 

Campus 

Manager 

L9 Female    Bachelor of Arts  5 None Lecturer 

L10 Male 
Bachelor of Science 

(Special Education) 
12 Yes Lecturer 

L11 Female 
Bachelor of Social Science 

(Tourism) 
3 None Lecturer 

L12 Male 
National Diploma in Civil 

Engineering 
9 None Lecturer 
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Management includes the SMT (SM1-3).The lecturer findings in Table 5.1 include all 

lecturers (pseudonyms used) who participated. 

 

5.2 PRESENTATION OF THEMES  

This section presents themes that were derived from the analysis of field notes 

collected through interviews and observation. Table 5.2 shows the themes that are 

presented in this section. 

Table 5.2: Findings from managers 

 

Findings were divided into broad overarching themes and sub-themes. These were 

identified by the researcher through an intensive process of sifting, reading, re-

reading and correlating. The researcher found that the themes and sub-themes 

meshed into a state of institutional paralysis, where the status quo has remained in a 

precarious position. This paralysis within a tertiary education sector where there is a 

reactive stance to issues rather than a proactive one is unfortunate as students fall 

through the cracks in the system. All findings are comprehensively discussed below. 

The information below represents the views of the SMT and campus Managers 

(CM).  

 Themes Sub-themes  

1 

Understanding and 

defining inclusive 

education 

Perspectives of management 

Lack of relevant professional training 

Complexity of the curriculum 

College Ethos 

 

IN
S

T
IT

U
T

IO
N

A
L

 P
A

R
A

L
Y

S
IS

 

2 Deficient functioning 

National directive to meet targets 

Lack of functional polices and organisational 

strategy 

Monitoring Inadequacies 

College not prepared for accommodation of 

special need students. 

Lack of prioritisation 

3 
Misconceptions plaguing 

the TVET college system 
The dilemma besetting TVET Functioning 
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5.2.1 Understanding and Defining Inclusive Education 

5.2.1.1 Perspectives of management 

According to Ainscow (2000) and Francisco, Hartman & Wang (2020) there are 

different views on inclusion. This is underscored by Makoelle (2016) that a plethora 

of research includes IE and inclusive pedagogy. He admits though that there has 

been little progress in being able to come up with a common element. He further 

laments that the “inclusion movement is still grappling with the problem of finding a 

clear understanding and operationalisation of the concept” (Makoelle, 2016:4). 

Below are the management views. 

SM1 commented: 

“inclusive education is really where a teaching and learning institution does 

not discriminate in terms of the types of students it takes in as long as they 

meet the minimum academic requirements for entry. So if a student meets the 

requirements but may have some sort of learning or physical disability the 

institution will take them.”  

SM2 communicated that: 

“It means you put everybody in the same class.” 

When asked to explain further, he commented: 

”Whether they are male or female, has one leg, one eye, its inclusive. We 

don’t have a special class because when we live in a community we don’t 

have special people doing special things.” 

He backed up his view, saying: 

“it starts to put people into categories, and it has a stigma attached to it. So 

when people leave school they still say you were in a special class. Even 

years later when you become good the stigma remains. Everyone must live 

with everybody. We must be able to function in a society that includes 

everybody. If you don’t learn it in the class how would you go out and know 

what cerebral palsy is. Children have to learn that the world is made up of 
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everyone. Some people have special abilities. Some people don’t have them. 

They have their own limits and that has to be accommodated.” 

SM3 on being asked what she understood by IE, explained that: 

“Inclusive education refers to an education system that is designed to include 

all learners irrespective of whether they have special needs or not. Inclusive 

Education ensures that all learners are supported and developed in 

mainstream TVET colleges.” 

CM1 added:  

“If you analyse the word inclusive I am looking at not discriminating against 

anyone. As far as education is concerned, there may be some barriers, but 

the learner should not be discriminated against because of his disabilities. 

When that particular learner is involved in education that to me is inclusive 

education.” 

CM2 conceded that: 

“It would be an education system that caters for people from all walks of life. 

Whether they come in from the various schools. Whether they come in with 

handicaps they should be able to partake from the education system on the 

table. I believe that no child should be left behind.”  

When the researcher explained the concept of inclusive education, CM3 responded: 

“Ok. Working at this college our college it is just a normal college. We just 

accommodate average students. Its students’ who do not have special needs, 

and if they should have special needs they will drop out and there is no follow-

up.”  

From the above statements one can ascertain that management have various views 

on IE.  

5.2.1.2 Lack of relevant professional development 

Akoojee (2016) contends that inadequate and poorly trained staff, lack of resources 

ostensibly due to underfunding of colleges, leads to governance and administration 
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challenges. TVET staff training has been an ongoing issue with many of the staff 

holding general qualifications. TVET college lecturers are not limited to pedagogical 

training (Van der Bijl & Oosthuizen, 2019). The lack of focus on training is broad, and 

training in special needs is virtually non-existent. This is a highly contested area, as 

is evident in the excerpts below. 

When asked about training in the area of special needs, SM3 responded: 

“A workshop was conducted previously for management; however this is 

insufficient to adequately prepare and equip managers. Staff training needs to 

be prioritised as all staff have not yet been exposed to intensive training in this 

area.” 

SM2 stated that he had received: 

“Nothing. We talk about the funding grid all the time.” 

He conceded that currently even lecturers cannot handle students with special needs 

stating 

“No. Our teachers don’t know how to handle it. We had special needs learners 

where we did sewing. We had to hire two special needs teachers to do that. 

Our teachers did not know how to handle those students because they had 

special needs. We had to get external teachers who knew how to handle 

special needs students with sewing, students were demanding and we had to 

get two teachers as they were not functioning at the same level. They could 

not do the level 1 entry programme. It was too hard for them. We did not lower 

the standard, we just increased the time. Where it supposed to take 6 months 

it had to be completed in a year. That was an eye opener. That was the only 

special needs programme that we did.” 

CM1 replied that: 

“When it comes to that one they used to come up with a plan called training 

needs, which is the training needs for each and every institution. When you 

come up with that plan, the placement committee on these kind of things their 

focus is only on programmes offered by the college.” 
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He also believed that: 

“If they can just focus on this area then the students will benefit and even the 

lecturers will benefit and be relevant, even if it is just one lecturer trained in 

special needs per campus a student can be referred for those cases.” 

He felt that in terms of training needs there was no benefit due to the challenge of 

being conditioned to working in a particular way.  

CM2 articulated that: 

“The reason for that is you find the majority of the lecturers in the TVET sector 

they haven’t come through a special training system like we had previously 

with teachers going through Springfield Training College like they used to. A 

lot of lecturers in the TVET sector have come straight out of industry.”  

CM3 concurred that: 

“You have to train your lecturers, then you have teach them how to identify 

students with special needs, how do you see if your students are grasping the 

curriculum, how do you go about looking at those that are left behind. How do 

I identify if I have 10 students in class, progressing to the next level. What do I 

do with those that are left behind? So we need proper training for lecturers to 

identify students with special needs.” 

Management’s admissions that staff need proper training correlates with the 

frustration of lecturers within the TVET sector. Van der Bijl and Oosthuizen (2019) 

assert that training presented to lecturers is neither relevant nor helpful to teaching 

areas. They maintain that the skills development process is not coordinated. 

Training needs which are presented to staff are often courses that have no bearing 

on strengthening core issues like inclusive education. As far as teaching staff are 

concerned, Wedekind (2016) argues that colleges remain a ‘black box’. It is evident 

that training is fundamental and relevant. 

5.2.1.3 Complexity of the curriculum 

Lolwana (2011) asserts that the curriculum is poorly defined and lacks 

responsiveness and adequacy for industry with relationships in the labour market 
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providing an indication of a sector that is weaker than average on many counts. 

Compared to other institutions, TVET colleges suffer from severe deficiencies and 

continue to be a compromised and undervalued sector (HRDCSA, 2014). 

Government attributes this to the quality of education that is poor with problematic 

governance and poor financial management (DHET, 2012). 

In asking about the suitability of the curriculum for both normal and special needs 

students, SM1 admitted that she was ambivalent: 

“I am glad that as an institution we are enabling them to access us. Secondly I 

feel sad that as an institution we are not in the position to provide them with 

what they need. The pacing of the programmes for example is not something 

that is a decision that we can make. It is determined by the people who 

develop the curriculum.” 

She believed that adjustments in certain areas could make accommodation work. 

SM presented his view, as follows: 

“Our curriculum is pitched at international standards. That’s why they are so 

difficult. So that you can move anywhere in the world. The education from 

schools however is nowhere near bringing the child to fit in. We have this 

huge gap because they can’t count, read or write on entering level 2. Students 

can’t read and write when they come to TVET colleges. Prevocational 

Learning Programmes (PLP) is offered because of poor marks and it assists 

in career guidance. It’s a foundational bridging for students who haven’t met 

the basic criteria for entry in the course for which they had applied” 
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He believed in the suitability of special needs via the PLP system 

“Some students don’t do maths at school and therefore the PLP assists, this 

is suitable for special needs as well. PLP is assessed internally and not by the 

Department. We are moving towards (LMS) a learning management system 

which will assist the special needs learners. Remote assistance or on line 

help will allow a learner with a problem to access help.” 

SM3 said:  

“Yes, the curriculum is suitable for all students doing a specific programme, 

however the content and requirement differ according to the programme, for 

example Safety and Society has a physical exercise component which is 

compulsory, the type of exercise can be adapted to the need of the student” 

CM1 shared his sentiment stating that: 

“You know if you are talking about the very same curriculum I am still having a 

problem. I don’t want to say normal and special needs but the curriculum 

offered by the college, some of the programmes that are offered are 

equivalent to what is offered by the university. If you look at the N(CV) (grades 

10, 11, 12) programme itself it is more complicated than the ones done at 

Nated (post matric) level.” 

“As the campus manager, I stepped in to assist in the programme. I tried and I 

struggled to teach it. If you are expecting a Grade 9 student to come into the 

(NCV) programme it is too difficult for them. To be honest the curriculum is 

very difficult compared to post matric curricula.” 

He lamented that: 

“I still say that I don’t know if the curriculum was thoroughly researched based 

on its difficulty. I would be lying if I said they all would be able manage the 

subject matter in the same manner or fashion, some have some handicaps 

here and there. The literature that we have can have a handicapping effect in 

other words. The content needs to be watered down in some cases or else 

they get extra time in the exams.” 
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CM2 said:  

“No, for the mere fact that when these groups sit down to design the 

curriculum, to design textbooks, the special needs learner does not even pass 

through their minds because if you look at our workshops scenarios they don’t 

cater for special needs students, and that is the mental (special 

needs)aspect.” 

SM1 summed it up and argued about shared responsibility of the system and other 

stakeholders, stating: 

“So I think there is also a lot of work that DBE should be doing I mean let’s 

face that, and we look at the curriculum of these so called special schools 

most of what they do are not relevant in terms of what we require at TVET 

colleges. We have a problem just with mainstream schools because of their 

obsession with maths literacy, and we find suddenly in terms of our 

engineering programmes we are running short of students. So I think that 

there just needs to be an understanding that this is a responsibility that has to 

be evenly spread right across the education spectrum, it is the responsibility 

of government and the responsibility of the private sector.” 

The researcher believes that the integrity and relevance of TVET college 

programmes is a bone of contention. A study by the OECD (2014) makes reference 

to programme quality, coherence of the system and partnerships with the labour 

market.  

Stakeholder engagement and the ability to work with industry is vital for the 

adaptation of current course offerings to be market responsive. Intensive research 

into the South African markets should be undertaken to equip people with necessary 

skills to improve the high rate of unemployment and boost a crumbling economy. 

This can be done through a relevant, accurate and focused college curriculum that 

incorporates inclusivity during its planning and preparation phase.  
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5.2.1.4 College ethos  

College culture and presentation to the public is paramount as to what message is 

relayed about inclusivity. When the researcher asked if the college represented the 

ethos of an inclusive college, the following views emerged: 

 

SM1 stated: 

“I think if you are looking at inclusivity in its broadest meaning if you not just 

isolating it to just the differently abled people this is one of the most inclusive 

colleges I have seen in terms of race and gender the representation of women 

in management for example it is one of the few colleges where there really is 

a multi-racial staff there are some colleges that you go to where the entire 

staff is made up of only one race but looking at different abled people I think 

that it sort of falls in line with about 90% of people in this country, public and 

private.” 

She continued: 

I believe it starts right at the gate in terms of the kind of signage we use, the 

kinds of inclusive pictures we use, notice boards, notices you know those 

kinds of things that basically indicate a student must be able to see 

themselves mirrored in the organisation, so for example in terms of our 

marketing material, they should be able to see themselves mirrored for them 

to say that I am actually included within this college community and it doesn’t 

only apply to disabilities, it applies to gender to race, within the organisation, 

then they see themselves visible within the organisational part of it.” 

SM2 disagreed:  

“No we don’t have that culture. It needs to come in. You will have pockets of 

people who may have it. That does create a barrier.”  

SM3, however, stated: 

“Yes, I do think this college represents the ethos of an inclusive college. The 

management and most staff do understand the need for inclusive education.” 
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She added: 

“Firstly, the organisational culture needs to be transformed. An inclusive 

college needs to have the appropriate mindset, attitude and values to 

understand the importance and need to adapt. The inclusive college 

prioritises easy access to facilities, have properly trained staff and ensure that 

all students are treated equally” 

CM1 said he felt that there was no culture of inclusivity in the college, and CM2 

agreed saying: 

“No, it doesn’t, because we are not designed to cater for those individuals 

who we classify as slower learners.” 

He maintained a stance that they: 

“should have a separate facility for students who would probably be classified 

as slower learners, to put them in the mainstream you would probably 

disadvantage them.” 

The legacy of the past still has an effect on marginalisation and skewed focus. Even 

though EWP6 highlights the inclusion of special needs students, there is a paralysing 

effect on implementation within the TVET colleges. 

5.2.2 Deficient Functioning 

Akoojee (2016) maintains that South African TVET colleges even though they have 

concerns which are dominated with attention around access and massification’, this 

has not been a positive experience. The admission process is conducted via formal 

channels. Students apply online and then approach campuses to fill in a formal 

application form. The process of how students are admitted and what criteria is being 

used remains questionable. In essence, all organisations and educational institutions 

know the pivotal role of functional policies and trained staff. The lack of such can 

have severe implications in the running of any institution. On being asked what an 

inclusive college should look like, these views surfaced.  

5.2.2.1 National directive to meet targets 

Meeting national targets has been highlighted as a significant barrier. 
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CM1 stated:  

“What is actually happening now is that we are just chasing numbers to say 

the Department requires us to have that particular number in our classes, 

irrespective of what we are getting at the end. We are just filling classes for 

the sake of filling classes.” 

SM1 also conceded: 

“It’s a matter of filling up the classes” 

SM2 reiterated the issue of targets: 

“It is all about making up numbers. We have targets to meet though these 

targets have never been met. What further adds to TVET woes is that 

students don’t declare their special needs so we have a problem in the sense 

that students don’t know that even a reading problem is a special need.”  

He continued: 

“We don’t have facilities in the college that are friendly towards special needs 

student. Some people are ADHD but they will not tell you. They will just with 

hold the information from you and you can’t do anything about it, it costs a lot 

of money to invest in those types of things. When our students register there 

is a section for special needs and disabilities and the answer is always No.” 

He admitted: 

“There is a special school near my college called Ekhukanyeni, which is a 

special needs institution, there is an educator who has a Doctorate in special 

needs, she used to accuse me almost on a daily basis to say “you TVETs” are 

discriminating against our learners.” 

In retrospect, staff members believe that access is possible. South Africa presently 

has a policy EWP6 to this effect; however, the implementation has conjured up the 

incongruence of inclusion as a factor in mainstream institutions. The researcher has 

deduced that the TVET admission processes being followed has compromised the 

integrity of the sector and remains flawed, which is a direct result of chasing the 

numbers required to meet national directives. In addition, participants’ excerpts point 
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to issues of non-disclosure on registration forms as highly problematic. Reports are 

submitted by students and there is no way to verify the authenticity of such. 

5.2.2.2 Lack of functional policies and organisational strategy 

There has to be a strategy in place for proper functioning to occur. The current study 

reveals that the college lacks a disability strategy and policy. The views of 

management below reflect the necessity and impact of having a guiding strategy.  

SM1 stated: 

“Since June 2020, I have picked up that the institution does not have a 

disability strategy. So it’s something we going to be working on, it did not have 

an academic support policy which has been done and passed via the 

academic board. Until now, there has been no formal policy to address the 

inclusion of people with disabilities in the PSET system. Therefore this 

Strategic Policy Framework on Disability for the Post-School Education and 

Training System is necessary to guide the improvement of access to and 

success in post-school education and training (including at private institutions) 

for people with disabilities. Through the implementation of this strategic policy 

framework, transformation and redress with regard to full inclusion, integration 

and equality for persons with disabilities in the post-school education and 

training system, will be accelerated.” 

She admitted:  

“We would have analysed for example what programmes are suitable for 

different types of students then we would be able to implement something that 

is meaningful because right now it is an arbitrary thing. It is a hit and miss kind 

of thing. It is not part of an organisational strategy, as we have other 

strategies. We need to have an organisational strategy around the differently 

abled people.” 

She reiterated the need for: 

“an institutional dialogue about disabilities. It doesn’t only apply to students, it 

applies to staff as well, so I think that when you have an institutional dialogue I 

mean for us, as uMgungundlovu TVET college, for provision to access of 
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differently abled people. When we have that dialogue our vision and our 

mission with regards to this area because we would have analysed what we 

are able to do and what we are not able to do.”  

The overarching view emerged surrounding the promulgation and implementation of 

functional guided polices and strategy. Policies form the cornerstone of educational 

provision. Non-implementation of basic policies seems a continuous barrier that 

plagues the TVET system.  

SM2 believed that there is a need for: 

“clear policy and special staff. You can’t expect all the staff to be on the same 

level. Maybe take small steps first, but we must have a policy in place that 

says well we got to start perhaps with 1 percent of student population partially 

sighted and slowly expand. We must have policies, procedures and resources 

in place for special needs students. The other thing that is very important is to 

sensitise our students and staff to it. These are not people that are outside our 

normal life. The tolerance of all students and growing up with it is vital.” 

In addition, he mentioned: 

“I was never asked to generate a policy or procedure. We have been 

discussing it, it’s just there in the funding grid. We were discussing that we 

need to create awareness. Disability does not mean your hand is broken. You 

may be mentally slow, speak slowly. We spoke about putting up charts during 

registration and the conversation just stopped there. It stopped there.” 

CM1 added 

“You know when it comes to policy the policy is just something there for the 

sake of submitting that kind policy throughout the country, there are nice 

policies in cupboards but if you look at those they are not being implemented. 

That is our main challenge of implementation.” 

A significant burden is placed on the DHET to implement the means to monitor 

compliance in this area. The need for introspection to satisfy the basic principles of 

equality and access must be upheld with due cognisance for past redress as well. 
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5.2.4.3 Monitoring inadequacies 

Monitoring is a necessary tool for the identification of progress and support. 

Inadequacies in how monitoring is maintained is contentious. The management has 

the following views when asked about how often monitoring took place to ensure that 

students with special needs have their needs met. 

SM1 stated: 

“Monitoring is campus based and is conducted by campus management at 

predetermined times, however lecturers do provide informed feedback to the 

senior lecturer.” 

CM2 disagreed that monitoring occurred at campus level stating that it was: 

“Zero and that’s the way it’s going to stay. People just choose to look away.” It 

doesn’t happen.” 

SM2 admitted:  

“We do go out for monitoring but not for special needs. We will ask a question 

like how you are asking me. They still claim that there are no special needs. 

The registration forms states no special needs. Normally lecturers pick it up 

and we are told a specific child is not performing well. We get that from 

student support. Nothing where we really go formally and monitor it.” 

SM1 added: 

“I am unfortunately not as involved in the area of inclusive education as I 

would like to be. This is an area in which I would like to further develop to add 

value to the college and facilitate our college in accommodating more 

students with special needs into mainstream vocational education.” 

CM2 responded on Monitoring and Management and that there is no involvement. 

The response was: 

“Not at all.”  
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On probing further, CM2 claimed: 

“You know the thing is when students come into the system we don’t know 

that John has got a learning disability. Generally a student chooses not to talk 

about it. The only indicator that we have is if we know by looking at the school 

report that a child has come from Newton(this is a special needs school) for 

example so that kind of gives you some inkling but we also found that a lot of 

the children that are coming from mainstream schools are just as slow if not 

slower than that Newton individual”. 

The researcher asked for a reason as to why he felt this way. He stated:  

“It is the mindset of the educators from schools, if you can’t cut it at school, go 

to TVET college. Unfortunately those teachers have not a clue as to how 

demanding the system can be at TVET.”  

The impact of no follow through from schools feeding into TVET colleges indicates 

the gap in the educational system.  

5.2.2.4 College not prepared for accommodation of special need students.  

According to the Strategic Policy Framework on Disability for the Post-School 

Education and Training System (DHET, 2018), reasonable accommodation means 

any necessary and appropriate adjustments and modifications, which includes 

technology and assistive devices. The document infers that persons with disabilities 

must not face exclusion from a situation where enjoyment or exercise is equally 

available to others. 

On asking whether the college is ready to accommodate students with special needs 

the response from SM1 was: 

“Unfortunately this college is not yet adequately prepared to accommodate 

students with special needs in mainstream classrooms. The physical 

infrastructure and design of the campus pose a challenge for the accessibility 

and exacerbates the issue of staff not trained to support and assist students 

with diverse needs.” 
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In addition, SM2 stated: 

“we also have to take into account the infrastructure and resource reality of 

that institution. We have campuses for example that don’t have ramps and 

don’t have lifts. We have classrooms and practical rooms on the second floor 

and third floor, so you are not going to be taking students with mobility 

issues.”  

SM1 quoted an isolated example: 

“We had a student who had mobility issues. We moved out of our staffroom 

and turned it into a classroom because it was on the ground floor. Staff moved 

up so that we could accommodate the student. So I think if you are able to 

make accommodations on all of our campuses because not all of our 

campuses are multi-storey campuses anyway, certainly we will be able to take 

these students. For me what is important is that we must not set students up 

for failure. We must ensure that they are meeting the minimum academic 

requirements for entry to our programmes. In other words that they have been 

sifted through, and they have gone through the selection of the pace and 

placement test. 

However in the same breath, she stated students who cannot be accommodated 

initially must be redirected to PLP classes. 

“…we certainly do our best. The directive right across the board is that 

students who don’t meet the minimum criteria must be redirected. They go 

through a year of different subjects. If successful they can enter into the NCV 

programme. These are funded by the Department. We take 50 students, 

success rate and retention is high. This includes both normal and special 

needs students. This is not just differently abled students, but all students.  

She reiterated: 

“We also don’t have a disability strategy. Student support reports to me and it 

sort of falls in line with the rest of private and public schools which make up 

about 90 percent of educational institutions. It is not unique in any way that we 
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do not priorities the differently abled people. In terms of infrastructure. We 

don’t take them in large numbers. There is nothing unique about that.” 

I probed further on whether she felt this area was neglected somehow and she 

responded: 

“I think that there is a lot of paper, a lot of political statements but it isn’t 

followed up with the finances and that is a reality. I was acting principal at 

another campus and we had requested recapitalisation for disability we had 

said just as we had recapitalisation for introduction of the N(CV) programme 

lets have a special ring fence type of recapitalisation, where colleges must all 

analyse themselves, you know campus by campus, analyse infrastructure and 

put together a recapitalisation plan, specifically in the area of disabilities lifts, 

ramps, assistive devices, you know those kinds of things.” 

On asking whether the matter had been addressed the reply was: 

“No, it was never taken forward this. It was a proposal that was made around 

2012 so what I am saying is it is easy to make statements. In fact we are 

required to complete documentation and so on. How we are enabling disabled 

people to access our institutions where someone somewhere can tick a box” 

She maintained that: 

“The fact of the matter is that if we don’t look at this and understand that 

colleges need funding for this. We do get under a million rand a year. It may 

be R400 000 to R500 000 a year for assistive devices for assistance in the 

exams like scribes, translators, but we need meaningful money for us to be 

able to say that we are able to change our infrastructure and change our 

environments.”  

CM1 also believed that: 

“It is impossible to say we are not going to accommodate them, because 

these people are part and parcel of our communities. Numbers must be 

looked at. The entire college must be specialised in different areas for special 

needs. I think before we are able to accommodate them we need to identify 

their needs, we need to conduct something in the form of research and the 
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experience of our lecturers. We can come up with statistics. From there we 

can be able to prioritise.” 
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He continued: 

.”..we have asked the training committee to prioritise the training needs of our 

lecturers in the area of CNC. Up to now I started in 2016 still nothing has 

happened. We do have partnerships with TDM here. I tried to engage them. 

The machines are there it’s just for someone to coordinate. When it comes to 

TDM for our campus to benefit from this partnership you train our staff 

because it is a curriculum need, but honestly they said they don’t have the 

time. But in terms of training needs it’s still a challenge. We are too 

conditioned.” 

However, CM2 concluded that: 

“the reason why we have such an influx is because there is no fee attached 

and every student literally walks in and the selection process doesn’t go down 

too well.” 

CM3 responded:  

“Not at all.” 

I asked for a further explanation to which the opinion emerged that: 

“You have to train your lecturers, then you have teach them how to identify 

students with special needs, how do you see if your students are grasping the 

curriculum, how do you go about looking at those that are left behind. How do 

I identify if I have 10 students in class whom we are progressing to the next 

level. What do I do with those that are left behind. So we need proper training 

for lecturers to identify students with special needs.” 

Even though there is a high demand for services within the TVET sub-system this 

there are insufficient staff available where conditions of service are far from 

favourable. It is evident that highly qualified staff who are professionals in their fields, 

including psychologists, are remunerated as administrative staff. This leads to a high 

turnover, as staff seek better opportunities elsewhere. The end result is that colleges 

are left with unsuitable staff to support students (DHET, 2020). 
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5.2.2.5 Lack of prioritization 

Prioritising the trajectory of funding, adequate resources and suitable infrastructure is 

fundamental to the effective functioning of an inclusive educational organisation. 

Colleges are allocated funds for a number of projects. Hierarchically it would make 

sense for special needs infrastructure to be taken care of for purposes of inclusivity. 

However it does seem that other areas receive preference for funding as indicated 

below. 

SM1 stated: 

“Well I think there’s other priorities, maintenance funding has come through.” 

On asking whether this places special needs students as a secondary factor, she 

argued: 

“I don’t know about putting them 2nd but I think in terms of any organisation 

you triage. You have to put up the list of priorities and this list is dictated by 

the largest amount of students that we serve.” 

SM2’s involvement was largely limited to being: 

“involved in a single garment making project. I was never asked to generate a 

policy or procedure. We have been discussing that, it is just there in the 

funding grid. We were discussing that we need to create awareness. We 

spoke about putting up charts during registration and the conversation just 

stopped there.” 

CM1 comment about the prioritisation of issues was  

“No. I don’t want to lie about it. To be honest with you when it comes to our 

college we have not changed our mindset.” 

Responses point to limited attention towards special needs students or when there 

was some attention, it was simply put on the back burner.  
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5.2.3 Misconceptions Plaguing the TVET College System 

5.2.4.1 Dilemma besetting TVET colleges 

The functioning of TVET colleges and the role they play in South Africa cannot be 

undermined from the preparation of people for the world of work to changing 

mindsets on what the prime purpose of TVET colleges actually are: 

SM1 lamented: 

“You know we must be clear, there is an expectation in that TVETS are all 

things to all people. That we are able to solve all the ails of the country. So we 

must address the skills deficit, the NEETS issue. We must address the issue 

around students that are coming from disadvantaged backgrounds, we must 

somehow turn that around, the list is endless. But I also think we must be 

clear as a sector of what is our purpose and therefore what do we do to enact 

that purpose.”  

Her frustration was expressed as follows:  

“So for the expectation that you know we are suddenly expected to address 

an issue that hasn’t been addressed generally within the education system 

because within DBE there should already be exit strategies for students that 

are not coping from these school, and there should have been discussions 

between DBE and the world of work and DBE and higher education and 

training in terms of how we are going to be doing this. There should be an 

interaction between DBE and the national skills funding terms of how these 

students can be funded when they access skills programmes after they 

leave.”  

It is evident that TVET colleges need to be proactive towards special needs issues. 

The current situation based on the verbatim responses of management indicate an 

insipid response towards an issue that is critical if South African society is to achieve 

social justice and equality. The researcher ascertained that TVET colleges have 

been progressing steadily towards a state of paralysis. The researcher has noted 

stagnation in areas that need attention. The involvement by management (SMs and 

CMs) highlighted the gaps within a discrepant and dysfunctional system which 
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exposes the critical need for attention within. The institutions operate within a state of 

paralysis where little can be attained as national directives drives the mission of 

target-based filling up of classes This consequently impacts on an already skewed 

admissions process. Irrelevant professional lecturer qualifications have steeped the 

TVET college sector in crisis. An ineffective monitoring and feedback system does 

little to alleviate TVET college woes. The lack of functional policies and a disability 

strategy are some of the debilitating inadequacies plaguing an already compromised 

sector. The next section deals with the findings from lecturers. 

Table 5.3: Findings from lecturers 

 

5.3 UNDERSTANDING INCLUSIVE EDUCATION 

5.3.1 Lecturers’ Understanding of Inclusive Education 

Loreman Deppeler and Harvey (2010) posits that inclusion is indicative of all 

students being fully participative in all spheres of learning. In understanding IE, 

UNESCO (2001) states that the crucial aspect remains on the elimination of barriers 

through learner participation. EWP6 (DOE, 2001) places special emphasis on the 

definition of IE. This definition, however, is in policy terms. Clarity is given via the 

document by Makoelle (2016:5) that “acknowledges that all learners are able to 

learn, all children and youth are able to learn, provided that they are given 

appropriate support, that is accepting and respectful of the fact that each individual 
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learner is different in some way and has learning needs, which should be equally 

valued too.” In essence, the guiding principles of Education for All (Peters, 2003:7) 

extends this context in the excerpt below that: 

“Addressing this widely recognised need for change, the Dakar Framework for 

Action adopted a World Declaration on Education for All (EFA) in 2000, which 

affirmed the notion of education as a fundamental right and established the 

new millennium goal to provide every girl and boy with primary school 

education by 2015. EFA also clearly identified inclusive education as one of 

the key strategies to address issues of marginalisation and exclusion. The 

fundamental principle EFA is that all children should have the opportunity to 

learn. The fundamental principle of inclusive education is that all children 

should have the opportunity to learn together.” 

The above responses express the need for adapted, accommodative education. 

Below are some of the ideas of what participants surmise. Although most lecturers 

had a fairly good idea of what inclusive education entails, some still grappled with the 

concept.  

L2 related: 

“My understanding is when a school or a college educates all students 

irrespective of their background, competence and so forth. We all know that 

there are barriers that we have in education where some students that are not 

even coping.” 

L8 stated that to her: 

“Inclusive education means an educational sector that is structured to 

enhance the needs of all the different members of society, irrespective of race 

or disability, but it must be an educational sector that respects those 

differences where everybody is given a space to function maximally.” 

On being asked on her understanding of inclusive education, L4 opined: 

“I don’t know… I don’t know”  
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The researcher probed further for an understanding of the lecturers view by asking if 

she had any inclination of what IE is about. Her answer was just 

“No” 

Further explanation entailed that these were: 

“Children that require special needs. They do not fit into the normal education 

system.” 

She further questioned whether the campus was really ready for IE students. 

Although there is a fair understanding of IE, some lecturers seemed to struggle with 

the concept. Loreman et al. (2010) acknowledges the confusion that exists about the 

understanding of inclusion. It is often found that after conversations with other 

educators about inclusion, it is obvious that some educators are misinformed 

(Loreman et al, 2010). 

5.3.2 Challenges 

Professional development is paramount to assist lecturers to deal with a diverse 

contingency of students. Wedekind (2016) highlights the fundamental need for 

lecturers to undertake relevant studies for the upgrading of their qualifications. Van 

der Bijl and Oosthuizen (2019) argue that the focus of the State and the system has 

been sector-specific in terms of lecturer qualifications ever since its 2013 

promulgation on the Policy on the Professional Qualifications for lecturers in 

Technical Vocational Education and training . Training continues to be a contentious 

issue as indicated below. 

The inability to engage with students with special needs as a result of not possessing 

the relevant qualifications reveals a huge gap in the system. Most lecturers are ill-

equipped to meet student needs. Below are the some of the views elicited from 

lecturers’ 

policy on professional qualifications for lecturers in technical and vocational 

education and training 
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5.3.2.1 Perceived lack of relevance in professional development  

On asking whether they had the relevant qualifications for LSEN, the following 

opinions emerged. 

L7 responded: 

“No. Is there a reason for that. I never found it necessary, until I got here.” 

I probed for a deeper explanation and L7 argued that: 
 

“Because we taking children with special needs but we don’t have the 

capability of dealing with them.” 

The above views show the need for training and qualifications as a key factor in 

mitigating the impact of inclusion within mainstream classes. Opinions were that 

lecturers did not have the necessary capacity to include students due to a dire lack in 

training. 

On further probing of the perceptions about including LSEN into mainstream classes, 

L9 articulated the following: 

“Hey, my opinion on that is that I am not even trained. How do you feel when 

you cannot deal with that student? It’s very frustrating. We have failed the 

student before and now even us as lecturers we have not been trained even 

our facilities do not cater to the needs of the students.” 

On questioning on the possession of qualifications in the area of special needs, L2 

stated: 

“Not at all.” 

On asking whether training in the areas of special needs have been offered she 

responded: 

“Nothing, absolutely nothing whatsoever.”  

L10 responded: 

“No. None.” 
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L11 equally admitted: 

“No I don’t. I just did a few modules in my professional qualification.” 

When asked whether he thought that there should be some type of intervention from 

the TVET side into lecturers not having special needs qualifications, now that we are 

admitting them, he stated: 

“Absolutely, it is a requirement, you can’t operate a ship without having a 

proper understanding of how it works. We are just using our experience in 

terms of catering for those students but without having proper training on how 

to do that.” 

It is evident that the majority of the lecturers in TVET colleges are either 

academically qualified, but not professionally qualified or vice versa. Relatively few 

are completely unqualified, but very few meet all the requirements expected of a 

college lecturer. Currently, college lecturing staff are recruited from the pool of top 

performing TVET college students, and from TVET college students who proceed to 

university and come back to the sub-system. Both these routes are misaligned with 

the policy requirements for lecturer educational training and industry experience. 

Lecturers are also recruited from those with industry experience who might not have 

teaching qualifications. The issue of inclusivity and relevance is still problematic.  

However, L9 who was the only participant with training in special needs concurred 

that training: 

“does really assist me because mind you special needs learners are regarded 

as a special population and therefore there is a need for the teaching and 

learning to be adapted to suit their needs while at the same time they can be 

able to achieve just like any other so called normal learner. So my training in 

special needs assists me in handling a diverse group of learners who come 

with different levels of disabilities. You find in the classrooms we have 

learners with visual problems, they use spectacles, we have learners who 

have got hearing challenges and we have students who have mild and mental 

retardation.” 

Peters (2003:3) asserts that  
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training should be intentional, and classroom based, intensive and ongoing in 

order to promote sustainable effective practice. Secondly, in priority, is school 

-as-a-whole reform to support classroom practice. Important factors in whole –

school reform include leadership, coordination of services, multi-disciplinary 

planning, parental involvement in decision-making and in-school support 

systems to build capacity.  

Van der Bijl and Oosthuizen (2019) maintain that the availability of training for TVET 

lecturers to ensure new knowledge, career development, curriculum and technical 

skills is either absent or sporadic at times. Van der Bijl and Oosthuizen(2019) further 

argue that 64% of lecturers claimed that training  they received was neither relevant 

nor helpful to their areas of teaching.  

5.3.2.2 Lack of effective accommodation of special needs students 

Accommodation of students with special needs remains an area of contention as 

lecturers struggle with accommodation within mainstream classes. There is a serious 

lack of attention to the inclusivity of students with diverse needs. 

On questioning lecturers on the admission of students with special needs, L7 stated  

“Yes we take them, but we don’t accommodate for them in terms of resources 

or proper infrastructure. We disadvantage them.” 

L5 acknowledged that he was against inclusion of special needs students into TVET 

colleges stating: 

“Well, I am against it if I can say that because firstly a person or a learner that 

has a special need cannot concentrate in schools, we don’t have resources, 

to fund or to teach these children, for example if we look at our college we 

have those students with particular types of special needs but we can’t cater 

for them. If I can call it a relevant example, I have a student. She is very bright 

but she has a problem with her eyesight, you see if we are writing exams we 

are going over a textbook it is difficult for her to learn.” 

On further probing as to why these students were enrolled, L5 complained: 
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“You know the Department, they actually haven’t planned”, if I can put it that 

way, for those students with specials needs.” 

“It’s a matter of filling up the classes, but if you can compare the DBE and 

DHET the basic education have special schools so they cater for learners with 

special needs, what about the DHET we have no special colleges or TVET 

colleges where they can cater for students with special needs.” 
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L10 also claimed: 

“I feel it is ok to admit them as long as we have made provisions for their 

special needs, which provisions I don’t think we are equipped with.” 

L3 said:  

“In the current system I will say it is still a bit of a challenge. Especially if we 

look at the human resources or the human capacity, in terms of the lecturers, 

because we are dealing with mental issues. They might not have severe 

physical impairments so which means while the current TVET colleges don’t 

accommodate people with physical challenges I think that those with mental 

problems they could be easily accommodated. because they don’t need 

special structures, but basically in terms of human capacity of the college I 

think we don’t yet have enough lecturers who will be able to handle such 

students”  

The deficit in attention to accommodate LSEN is an area that is neglected. Lecturers 

are burdened with paperwork and classes that grow larger every year. Akoojee 

(2016) concurs that student enrolment has increased in TVET colleges without 

complementary resource increases whether it be infrastructural or human. This 

brings about an increased deficit in the ability to concentrate on inclusion as a part of 

the organisational strategy.  

5.3.4.3 Lack of necessary monitoring  

Monitoring is an area that seems largely neglected as the quotes from staff respond. 

On asking what monitoring takes place to ensure that special needs students are 

having their needs met. 

L11 says 

“None.” 

When asked how he felt about that, he stated that the image of the sector was 

compromised: 
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“Okay, now that you have brought it up I feel like we are portraying a bad 

image for our college since we are dealing with students. We are excluding 

them. We just turn a blind eye and say ok its fine then they drop out and we 

don’t even follow up. It is a bad case.” 

Monitoring for purposes of support and compliance is an integral function that needs 

the necessary attention. 

5.3.2.4. Time constraints 

Time is of the essence as lecturers already faced a system overburdened with 

paperwork. This left little time to concentrate on students that were in dire need of 

assistance. 

L6 complained: 

“We got students coming in I think it’s hard on the lecturer because they get 

left behind in terms of the way the curriculum is set and our time frames. We 

don’t have time to focus on the special needs students and the college isn’t 

set up to help them, if they need extra assistance.”  

L2’s concern was also that bringing students with disabilities into the mainstream 

disadvantages them. 

“Because they are people who are disabled, maybe they are slow learners, 

they require more time to capture that information. The moment you mix them 

with those that are normal you are jeopardising them and their ability to 

capture that information because they will take more time. To master that 

information which is not actually made for them and there is no allowance for 

that in the TVET sector.” 

L6 argued that he did try because: 

“At the beginning of the year when you got time you can ask if we can help, 

do this, do that, try that, but as we get stuck for time they get left behind. We 

only focus on who is doing the work. No one else. They just get left behind, 

drop off, disappear.”  
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L5 claimed: 

“They always struggle in class. You see that they are struggling, and they 

have difficulties, you know with catching up with everybody. You see that they 

need their own time for you as a lecturer to attend to them. It means that you 

have to make additional time in order for you to move at their pace. Because 

in the mainstream we can’t accommodate them in the way that they are 

supposed to be accommodated.” 

L7 contended that: 

“It is not a fair system, even students that are screened, are taken with such 

low marks, you can identify from a placement test that a student is a special 

needs student, but they are still taken. They take them for numbers., for 

funding purposes. You don’t get any time to spend with any student one-on-

one. If you look at the timetable if you are teaching 26 out of 30 hours there is 

no time.”  

On the other hand, L9 stated: 

“Well I would say given the situation I am able to deal with them effectively but 

mind you our institutions are not yet properly designed. We have time 

challenges.” 

Chitiyo (2013) also considered the unfortunate lack of resources as a perennial 

problem dogging the system regarding the delivery of inclusive education. The 

question relates to the appropriateness of inclusive education in an African context. 

The challenges of the staff are a concern. TVET colleges spend little time on the 

actual accommodation of students that are in dire need of acceptance into 

mainstream institutions. Other approaches to inclusion are mostly deemed a political 

struggle (Armstrong et al., 2010). South Africa is no different. Due to the lack of 

knowledge on identification and pedagogical ineptitude, students are chastised for 

being stupid, lazy, and careless (Chitiyo, 2013) or are simply ignored.  L8 lamented 

that when special needs students were identified in class: 

“It’s a very awkward situation there isn’t a particular way. I have not gone 

through training for it. They are somehow left unattended but obviously we 
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need an education that is going to be inclusive that is going to help other 

people to be sensitive to the different needs of others in class and mostly to 

promote normality. We all have got differences.”  

Further probing on what happens with these students extracted the following 

response: 

“Obviously because of the lack of support and sensitivity in some cases they 

just vanish into thin air. And unfortunately no one really cares that much.” 

The lecturer stated that no follow-ups are made because: 

“We don’t have systems in place for that” 

On asking what more can be done L2 suggested:  

“Proper training to lecturers, and also not mixing those students with normal 

students.” 

On asking if this is a good idea considering the past L2 surmised:  

“Well it depends on the moment you say we are separating you because of? 

Then there comes a problem. But if you are just splitting according to group, 

knowing that a specific group requires special attention that will assist.” 

L9 admitted: 

“… I just leave them. I just ignore them and I am being honest because there 

is nothing I can do, because even if you report to management they don’t do 

anything.” I don’t want to lie, as a result we are not trained it is not easy to 

pick up but what do, I do. It is so frustrating to just leave them like that, 

because there is nothing I can do. You can even spend 2 hours with them 

nothing will be gained.” 
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L2 argued that even trying was a sensitive issue, stating: 

“I remember I had some students with problems with their eyesight. I tried to 

give them time as much as I can. I also tried to accommodate them by 

drawing a separate timetable but it was difficult and also sensitive. I have tried 

but it is a sensitive issue.”  

5.3.2.5 Highly pitched curriculum 

Curriculum remains an issue of concern regarding suitability. 

On asking whether the curriculum is suitable for both normal and special needs 

students, L3? stated: 

“The curriculum as it is, is fast paced it is for students of a certain calibre, 

that’s what our curriculum is set up for. 

He surmised that: 

“The curriculum does not need to be changed. It just needs to be adjusted 

time wise where they need to focus on certain aspects and the way we teach 

them.”  

L4 however opined: 

“Well during COVID-19 children with special needs were not given any extra 

in terms of time, resources, strategies or anything for that matter.” 

L9 was adamant that: 

“It is not viable. On asking her to further explain she reiterated that the 

syllabus being taught is very difficult even for the normal students. Our 

curriculum is based at a university level, so even the normal child with no 

special needs struggles. It is tough. I don’t want to imagine.” 

L2 believed that: 

“The curriculum just assumes that all students are the same and normal. 

Because even if they do give maybe the paper with different cognitive levels, 
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they forget that even that 30 percent of the lower level some of the special 

needs can’t even get that 30 percent. It does not cater for them.” 

L4 concurred 

“No, It does not meet their needs. It’s very different from main stream school. 

Even for the normal learner in terms of difficulty. For education and 

development it’s very, very difficult, so if you could not make it in a schooling 

system how would you make it here.” 

When asked why the college admitted students, L2 said: 

“You know the Department, they actually haven’t planned properly, if I can put 

it that way, especially for those students with special needs. It’s a matter of 

filling up the classes.”  

TVET colleges are still seen as a gateway for students that cannot cope in schools. 

Thus the issue of students that actually enrol there are those that present with many 

learning difficulties for which TVET colleges are ill-prepared. It is clear that the 

curriculum is a significant barrier, and no one actually champions the cause to 

transform or adapt it for inclusivity with the mainstream TVET college sector. 

L5 lamented that the curriculum cannot be compared to schools in terms of difficulty. 

“Let’s go back to the curriculum of NCV level 2 is equivalent to Grade 10 but if 

you can take the Grade 10 curriculum and put it here and take the schools 

Grade 10 curriculum and put it here level 2 curriculum Is heavier than the 

Grade 10 so if the students are not normal it is not easy to cope.”  

On asking what happens then to those students along the way, he responded. 

“They just drop out and go back home.”  

On asking his feelings about that, L5 stated: 

“Right now, they introducing this thing called CETs. It’s more of the skills 

programmes” 

He responded:  
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“I am not trying to be political but by the look of things our government is 

interested in tenders rather than the success of the students. Because what I 

heard via the grapevine is that one NCV students does not cost less than 

R40.000 each per student so they are not interested in the student success or 

the students future they are only interested in enriching themselves. So that is 

where the problem is so even if students are going back to the poverty then 

next year new students arrive there are still students who are not out of the 

system. It’s a system that repeats itself. They are not interested in their 

future.” 

Armstrong et al. (2010) argue that in advocating for special needs education, it is 

apparent that the label excuses the failure of the system to deliberately address the 

dignity, aspirations and human worth of many young people. This coincides with 

EWP6 that the curriculum is a major and significant barrier both in special and 

ordinary schools. The emergent factors that contribute to the issue of successful 

implementation are the language of learning and teaching, content, classroom 

organisation, curriculum pace and time, strategies used and assessment. 

5.3.2.6 Lack of staff support and intervention 

On asking on what challenges they experienced in the classroom, L6 stated: 

“There is nothing to assist me if I find challenges. It is resource challenges. 

Also the college does not cater for anything even if you try to offer something. 

I have tried to implement blended learning the college refused. Even though it 

was mandated by the DHET during COVID they just refused.” 

L2 asserted that: 

“The challenges remain one of the major issues in that special needs differs in 

many ways, some grasp information and easily forget, and some they take 

long to grasp information. So the moment you going to introduce the lesson 

you will have to go back to the previous level and re-teach the concepts that 

were previously taught at the lower level so that is the challenge. So you can’t 

just go straight into planning a normal day, because most of the students will 

lose some information” 
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On what support was being offered to lecturer the following opinions emerged. L7 

said: 

“No, I wouldn’t say there is any support there, we basically struggle on our 

own. I mean you know when they register. It is to get into our programme with 

a Grade 9 pass, however we do get the special needs students that come 

mean from Newton (which is a special need school) whom we do accept” 

L9 shared his view as follows: 

“Well I can’t say that there is much that they are offering except by keeping 

their doors open in case I need something from them otherwise there is 

virtually nothing.” 

L8 corroborated this: 

“Nothing much and I don’t blame them. The TVET sector has not prioritised 

special needs. We need to get specialists in the TVET sector so that they can 

draft policies to cater for such a group of people, because these people are 

part and parcel of us.” 

On probing as to whether TVET colleges have been neglected somehow, he stated 

“We are sort of a stepchild. Because when the minister speaks about tertiary 

education, he is speaking about universities.” 

From the information gathered there is little doubt about the perceptions of college 

staff of the TVET sector. The concept of IE exposes the challenges being grappled 

with. This includes major aspects of the lack of training and an inability to deal with 

special needs students during mainstream class activities. If anything, many are left 

to fend for themselves. The majority of staff candidly revealed the extent of their lack 

of skills when it boiled down to IE. The exacerbating factor is that staff simply do not 

know what to do, or how to deal with LSEN in a mainstream classroom without 

relevant training. South Africa is trying to progress towards the inclusion of 

international standards with the intention of the professionalization that comparative 

to international standards (Akoojee, 2016). Peters (2003) endeavours to put into 

perspective a large scale cross-national study of countries in the Global North which 

provides pertinent information on the fundamental aspects that may emanate from 
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training. Priority should be given to teacher training as studies make 

recommendations on the enhancement of skills within classrooms within a direct 

focus on curriculum adaptation and development, together with pedagogy. 

5.3.2.7 Lack of support structures for students 

The referral of students for assistance occurs within a vacuum. The lack of structures 

and professional staff poses a major challenge. Lecturers responses indicate the 

lack thereof in the statements below 

On asking what structures exist to refer students to, L5 declared:  

“What I can say is we do not have that structure. The only thing we do when 

we encounter those challenges is refer those students to the Student Liaison 

Officer (SLO) that’s all, and the SLO will know how to deal with it we don’t 

know about having a clinic site, a social worker, a nurses site, we don’t know 

about that thing.” 

He further expounded:  

“I only came here in 2017 from a Coastal college. There was a lady she 

served as a psychologist if I may put it that way when we had students with 

special needs we were referring those students to her through the SLO. So 

we knew that we do have that structure but in this college I have never heard 

of that.” 

L4 stated: 

“Nothing, they are on their own. It is not a fair system.” 

L6 maintained that: 

“There is nothing. It is just a campus that caters for normal learners. We don’t 

cater for any special needs learners, when there is a problem we tell them to 

speak to their class representative, most likely they don’t even do that they 

will go to the SLO and that’s the last step. Also I don’t think our SLOs have 

been trained for special education.” 
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The struggle of lecturers is evident. Campuses have no support structures which 

places an additional burden both on lecturers and the system.  

L9 lamented:  

“No structures, absolutely nothing at all.”  

The researcher asked where students with special need went to. 

L9 continued: 

“Well, it’s like that student I was talking about. A student was excluded from 

writing all his subjects, and nothing was done., absolutely nothing as I said. I 

reported the matter to management, and they did not tell us anything. 

Apparently the student enrolled at Ekukhanyeni school (special needs 

school). He had studied there for a few years. I don’t even know where he got 

the report from to be admitted here. So as for the support, absolutely nothing, 

the student did not qualify and also did not know what to do.” 

On asking what happens at the end of the year, L9 lamented: 

“Nothing. we just continue like normal… come end of the year they fail.”  

L2 had a similar view: 

“No, we don’t have any structures, except for the SLO. I don’t know if it was a 

programme or something but there was a time that we had to identify students 

with special needs.”  

On asking him what occurs after the identification, the response was 

“Nothing.” 

As lecturers it is a notable reality that the SLO deals with matters of the Student 

Representation Council issues and bursary complaints but special needs are not 

taken into account. This leaves a gap as to what actually happens once students 

with challenges are identified for purposes of referral and assistance. The TVET 

campus is not equipped with any health and wellness practitioners to date. Mobile 

clinic services come to campuses occasionally.  
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L3 replied: 

“Of course, I will repeat what I have been saying we need specialists in this 

sector who will draft policies. Policies which are going to assist in making the 

TVET sector relevant. between the schools and universities, a lot of people 

are dumped in the TVET sector space, it is sort of a dumping ground. There 

are no proper programmes which are dealing with the issue.” 

L9, however, believed that: 

“…there is a need to link with families/parents because the parent is the first 

teacher and the parent understands the students more than me. So obviously 

there are lots of links that I try to create between myself and the college and 

the parent. And then after that if there is a need for special attention whether it 

is medical or any of that sort, I also assist in having them get some attention.”  

What is notable is that TVET colleges do not have relevant targeted structures where 

students need assistance can be referred to. The issue of referral to the SLO as a 

point of contact takes away from the issue of having professional staff on campus. 

This has been a long-standing issue where students with issues mostly go to local 

clinics and hospitals when problems occur. 

5.3.3 Structural Deficiency 

Systemic barriers continue to plague the TVET system. The infrastructural capacity 

is not designed to accommodate special needs students. The lecturers concurred 

that the capacity to accommodate special needs students remains a problematic 

factor. Their perspectives are indicated below. 

L11 indicated that: 

“… in the past months there have been people from the Department of Labour 

who came. I am part of the safety committee, one of the red flags was that our 

college does not necessarily cater for people with special needs and by virtue 

of that it discriminates against them.” 
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L8 stated plainly 

“No.” 

When probing further, she claims that in the light of: 

“The way the system is structured, it might not really support special needs 

students. I don’t know that we have the capacity in terms of equipment and 

also the timing as well, as the necessary training. So I don’t think we can.” 

Chitiyo (2013) postulates that mainstreaming is seen as proponents of inclusion that 

seemingly embeds itself on grounds of morality. He further purports that 

mainstreaming is seen as “buttressing the traditional negative beliefs about people 

with disabilities which led to their unequal treatment by society in the first place and 

therefore, being inherently unequal” (Chitiyo, 2013:52). It may very well point to 

those students already in the system being accepted merely on moral grounds or 

vague policy and admission intervention. 

5.4 CONCLUSION 

TVET colleges have been inundated with problems from its inception of particular 

programmes. Even though there may be policies and instructions, lecturers bear the 

brunt of a system that is struggling in many critical areas. Learners with special 

needs and disabilities have equal access into the system without the relevant and 

much-needed support. There is a prevailing attitude of lecturers that interactions 

among students must be the same for all students, with little consideration for those 

who struggle within the system. Staff remain at a loss as to how to support students 

with difficulties and campuses are far from ready to provide effective teaching and 

learning to those that have special needs. This ranges from a lack of resources to 

unqualified staff. Lecturers equally are limited in how to assist without proper 

training. For instance, the increase of 64.3% (400 273 in 2011 expanding to 657 695 

in 2012) in student numbers has only seen a mere 2.17% increase in staffing in the 

same period. The challenges to individual TVET colleges as a result of this skewed 

expansion can only be surmised from these statistics (Akoojee, 2016).  
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5.5 CHAPTER SUMMARY 

This chapter presents the dilemma faced within the three TVET campuses. Lecturers 

and Management responded to the semi-structured questions and the issues that 

plague the concept of inclusivity. Two major themes emerged from the minor 

themes. The major themes of Institutional Paralysis and Irrelevant Professional 

Development and system ills, portray an educational sector struggling to survive in 

an advancing world. The implementation of Inclusivity continues to be an area 

undermined and with it the future of students who remain severely compromised. 

The focus of the study was to draw  information from participants around the current 

landscape of inclusive education within the mainstream system of TVET colleges in 

Pietermaritzburg.  
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CHAPTER 6: SUMMARY, CONCLUSION AND RECOMMENDATIONS 

“There is no chance, no destiny, no fate that can hinder or control the firm resolve of 

a determined soul”- Ella Wheeler Wilcox 

6.1 INTRODUCTION 

The study was conducted at three TVET colleges in KwaZulu-Natal. This final 

chapter includes a summary of the study, a discussion of the implications and 

recommendations to stakeholders to present a comprehensive discussion on the 

various aspects that embody the mainstreaming of students in TVET colleges and 

lecturers’ experiences with them. The study focuses on the serious implications of 

non-disclosure of registering students with special needs that lead to non-

identification and support by lecturers. This is a critical factor for effective planning 

and training of lecturers for IE. The findings show the disjointed and fractured system 

that exists in TVET colleges accommodating students with special needs within 

mainstream classes. This points to a clear lack of support for both senior personnel, 

lecturers and students tasked with following a framework guided by the Salamanca 

Statement (Savolainen et al., 2012).  

This chapter offers recommendations especially in a field that is vital to both social 

justice and the economic growth of South Africa, as IE remains obscure irrespective 

of the clear need for it. Proposals for future studies are also made. 

The conclusion highlights the objectives of the study which are to: 

 Understand lecturers’ experiences with students with special learning needs in a 

mainstream classroom setting. 

 Examine how lecturers accommodate students with special learning needs during 

teaching and learning. 

 Examine whether additional teaching methods and technical support is currently 

provided for students with special learning needs in the TVET sector. 

 Determine which strategies and interventions could equip TVET college lecturers 

with competencies and skills to educate students with varying special learning 

needs are being employed. 
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The aim of this study was to elaborate on the experiences of TVET college lecturers 

with special needs students within a mainstream environment and the implications of 

IE for both lecturers and students. 

6.2 SUMMARY OF CHAPTERS 

6.2.1 Chapter 1 

This chapter provides the foundation of the study, focusing on the experiences of 

TVET college lecturers with special needs students in mainstream classes. The 

study's aim was structured around addressing the deep-seated issues faced by 

TVET college lecturers.  

6.2.2 Chapter 2 

The theoretical framework included an overview of the models of disability. The 

researcher asserts that a broader contextualised understanding of the different 

models of disability which exist forms a pervasive lens into how individuals are 

viewed. The researcher is of the understanding that a critical, intensive discourse 

around preconceptions of disabilities work towards the prioritising of mainstreaming 

students with disabilities. 

In supporting the human rights of individuals, Oliver (2013) underscores the 

importance of the social model that is focused on assisting people with disabilities to 

improve their lives. This is substantiated by the human rights model which 

subscribes to the ethos of equal opportunities for all in society. The human rights 

perspective links directly to the human rights model in the subsequent passage. 

The researcher believes the fundamental introduction of the models of disability 

inextricably infuses into the current study for a better understanding. Chapter 2 

provided a view of the bio-ecological theory of Bronfenbrenner. Kadaravek (2011) 

addressed the theory and its impact on disability. The theory is well rounded and 

explains the five systems that the child is exposed to and their influence on the child 

as they develop through life. The growth and adjustment of the child is the primary 

focus. This impact is identified as central to interconnections which clearly impact the 

child and the environment in which they exist. Currently there is little understanding 

of how the bio-ecological theory relates to students and teaching and learning in 
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TVET colleges. This is evident in TVET colleges as social interactions are 

fundamental to teaching and learning. TVET colleges comprise of both adolescents 

and adult learners making it a complex environment. Adolescence has been 

described in the literature as a period of conflict, reorganisation and realignment of 

family bonds and the content and quality of relationships, more than the isolated 

actions of either parent or adolescent. The Social Constructivism equally plays a vital 

role underpinning the study. Vygotsky believed that social interactions both with 

educators and more learned peers could impact a student’s learning potential. 

Vygotsky was adamant that the students mind would benefit through interpersonal 

experiences or face the risk of lagging behind if left with their own discoveries. 

 

6.2.3 Chapter 3 

This chapter highlights the differences, similarities, benefits and problematic areas 

among a few countries and how IE is conceptualised. Where the benefits are great, 

research shows that IE offers maximum benefit to both students and teachers in 

equal measure. This works in increasing their tolerance, valuing differences and 

understanding (Boyle, Scriven, Dumin & Downes, 2011). The scholars emphasise 

that this assists in the establishment of a school culture of continued development 

and improvement. It is here that teachers are immersed in a society where they are 

encouraged to embrace varied pedagogical approaches and strategies, thereby 

catering to the needs of diverse learners This creates a positive environment and 

thus impacts positively on all students (Boyle, Topping, Jindall-Snape & Norwich, 

2012, Loreman, Deppeler & Harvey, 2011). In ascertaining the experiences of TVET 

college lecturers on students with disabilities, a summary of the literature exposed 

the global views surrounding the mainstreaming of students as opposed to 

segregated learning. Zaretsky (2005) concedes that there are very few areas of 

educational inquiry that is as troublesome and divisive as disabilities and special 

needs. This is due to its nature of being informed by other fields such as the social 

sciences and the controversial medical model. 

The challenge that arises is the vast increase in the numbers of students with 

disabilities entering mainstream institutions and the inability of educators in finding 

the means of having their needs met (McHatton & McCray, 2007; Valle & Connor, 
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2011). Valle and Connor (2011) infer that educators work within a pressurised 

atmosphere where test scores may even be manipulated as they grapple to maintain 

a certain standard. These are not by any means predetermined but stem from the 

educators wanting to maintain success rates. This may negate the said intention of 

the support where it is needed as teaching becomes standardised and passing a 

priority. I have noted through the study the lack of training to deal with special needs 

students. 

Chapter 3 highlights the commonly accepted dogma that one needs to be reactive to 

challenges rather than proactive. Ironically, special needs students have been in the 

system for a while. One can articulate that educators’ attitudes, however, remain a 

resistant factor due to the lack of training of lecturers within TVET colleges. 

6.2.4 Chapter 4 

A qualitative approach was discussed. This allowed for the voicing of opinions 

through the experiences of the lecturers. The researcher used the Interpretive 

Phenomenological Analysis which provided for alignment between the qualitative 

approach and the interpretivist paradigm. A case study was employed and purposive 

sampling took place. A sample of three senior management members, three college 

managers and twelve lecturers were chosen for the study. Files were organised and 

the data was sifted via intense reading, categorising and memo-ing. 

6.2.5 Chapter 5 

This chapter encapsulates the views of the SMs, CMs and lecturers. Questions 

posed provided a synopsis of their attitudes and feelings about IE and mainstream 

education. What was interesting throughout the study were the contradictions and 

similarities between the various stakeholders. Participants provided interesting views 

on how IE was handled and the stance the TVET college took. In essence, and as 

much as IE was acknowledged as being a significant factor, little effort was given to 

accommodating special needs learners for a variety of reasons.  

Frustration was noted especially among the teaching staff with stakeholders in 

leadership positions providing much information on what should be happening but 

was not being implemented. The perspectives of all stakeholders were noted via 

interviews, observations and field notes.  
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In ensuring that the objectives of the study have been met a synopsis of the 

researcher’s journey through a very interesting yet neglected area is provided below. 

Research Objective 1 

Understand lecturers’ experiences with students with disabilities in a mainstream 

classroom setting. 

Chapter 5 presented an analysis of the experiences of lecturers’ with special needs 

students within mainstream classes. This brought to the forefront the frustration and 

nonchalant attitudes of TVET college lecturers who lack the necessary ability to 

adopt effective adaptive pedagogical strategies to provide the relevant support for 

student success. This arises from a lack of relevant specialised training. Lecturers 

did not hold back on their irritation. They stated curtly that they simply ignored LSEN. 

Their view was that they did not know how to assist. Time constraints were a barrier 

even with normal students due to a large workload. They were adamant that it was 

impossible to have learners with special needs in mainstream classes. The majority 

believed that TVET colleges were ill-equipped to handle LSEN within the already 

strained TVET system, a high-pitched complex curriculum and unqualified lecturers 

that exists in mainstream classes with mixed students. Lecturers asserted that the 

TVET college was to blame for the incompetence, lack of monitoring and feedback to 

the national structures regarding non-compliance with IE policy (namely, EWP6) in 

mainstream institutions. 

Objective 2 

Examine how lecturers accommodate students with disabilities during teaching and 

learning. 

Chapter 5 revealed that little to nothing is done to accommodate students that 

require assistance or generally lag behind. Lecturers simply pretend like they are not 

there and move on with the lesson. Again, this points to lecturers not being focused 

on or familiar with how the issue of accommodation should be handled. Special 

needs students cannot be turned away, so lecturers feel forced to operate in an area 

of unfamiliarity. Most lecturers mentioned that these students are ignored and 

ultimately end up dropping out or failing dismally. The adage that ignorance is bliss is 

an attitude expressed by most lecturers. There needs to be a re-examination of what 
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professional development is relevant for optimal performance. Lecturers complained 

of an inability to interact with students as they are untrained in this area. 

Accommodation is just a fancy way of saying we accept all students, yet this is far 

from the truth. Students in many cases were not accommodated in any way or form. 

Lecturers mentioned that they accepted them, but nothing would be done with them 

as they did not know how or what should be done.  

Objective 3 

Explore whether or not any technical support and/or additional methods are currently 

employed to assist students with disabilities in the TVET college sector. 

The overall synopsis indicates that little is done to assist these students. Basically, 

most students are ignored. This is due to the lack of really not knowing how to deal 

with LSEN without the relevant training. No technical support is provided nor do 

lecturers support or embrace the issue of special needs students. In essence, the 

use of differentiated strategies and alternative methods is untapped. Standardised 

lecturing is the norm as this is what all lecturers have been exposed to in their 

general training. All students are taught in the same manner as time is a critical 

factor for completing syllabi. This is due to the minimal attention that learners with 

disabilities and special needs get in mainstream classrooms with special reference to 

TVET colleges. Lecturers indicated that it was a difficult situation as they did what 

they felt was necessary which could amount to doing very little or nothing as the 

sector was one with a changing climate of policies and laws that were not 

implemented and poor monitoring systems. This cascaded from the senior 

management teams to campus principals and lecturers. Again, the question can be 

asked. “How do I as a lecturer assist special needs students without the necessary 

knowhow?”  

Objective 4 

To identify strategies and interventions to equip college lecturers with competencies 

and skills to educate students with varying disabilities. Armstrong et al. (2010:138) 

asserts that attempts at intervention remain fraught with difficulty even if there is 

“genuine humanitarian attempts to assist in educational transformation”. The 

scholars argue that these difficulties remain precarious and looked at as being ill-
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founded and idealistic. These views cannot be looked at in isolation as intervention 

relies on equipping lecturers with relevant training and workshops which is inclusive 

for TVET lecturers. This is the only viable option to equip lecturers to enable to 

understand differentiated pedagogies for special needs students. Lecturers require 

the competencies and skills to accommodate all learners through training and 

workshops. An updated transformed, adapted and relevant curriculum for students 

entering mainstream classes is necessary for success. In dealing with special needs, 

pedagogy must be user-friendly and pitched in a manner that accommodates every 

student. Lecturing and assessments currently are standardised. Pedagogies are 

unchanged. Naicker (2006) maintains further that where inclusive education is 

concerned curriculum is the vehicle that is the major contributory factor that leads to 

the alienation of students from mainstream classes. 

6.3 SUMMARY OF THE LITERATURE REVIEW  

Human rights perspectives through radical discourse around issues of inclusion view 

society as being the enabler and creator of barriers to education. The current 

trajectory within the field of inclusive education shows a progression from 

discriminatory practices and exclusion to one of inclusion that views all persons as 

having equal rights and access before the law. This view is enshrined in the Bill of 

Rights of the Constitution of the Republic of South Africa (Act 108 of 1996) that 

prohibits any form of discrimination towards persons with disabilities. Discrimination 

against persons with disabilities can be construed as a violation of their constitutional 

rights and works against the foundations intended by the Constitution for the building 

of a caring and humane society in which every person should be treated equally. The 

South African Constitution (1996) clearly makes for a strong stance against any 

forms of discrimination, inclusive of disabilities. This is advocated for in the White 

Paper for Post-School Education and Training for equal access, and a vision for 

integration within economic, political and social programmes in the country (DHET, 

2013). 

Historically persons with disabilities have been excluded socially, politically and 

economically from societies. In advocating for equality, Tugli (2013) argues that 

exclusion is not only discriminatory and a violation of human rights, but it also places 

an additional burden on families, fails to contribute to the economy and adds to the 
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social costs of the state. Where people with disabilities cannot be a part of society or 

the economy this creates a direct burden on the state to support them through 

welfare programmes. 

6.4 LIMITATIONS 

The research took place during the critical COVID-19 pandemic. The fear, 

frustrations and delayed access to campuses occasionally necessitated 

rescheduling. However, the researcher successfully navigated these challenges, 

strictly adhering to COVID protocols. Some participants were initially hesitant due to 

infection concerns, but the researcher effectively communicated the study's 

significance for inclusive education and TVET colleges. This helped participants 

appreciate the potential positive impact on all stakeholders. 

Due to the small sample size of eighteen participants – comprising three central 

office members, three CMs and twelve lecturers from three TVET college campuses 

– the findings cannot be generalised to a larger population. The study was confined 

to a single umbrella college and focused on the experiences of its staff across the 

three campuses involved. Despite the study's limitations, rich qualitative data was 

obtained from the interviews. While challenges were encountered, the research 

yielded a fairly comprehensive perspective on the issue of IE at TVET colleges. 

6.5 CONCLUSION 

The aim of this study was to investigate the experiences of TVET college lecturers 

with special needs students within mainstream classrooms in Kwa-Zulu Natal. A non-

probability sampling method has been used. The researcher employed a purposive 

sampling method which allowed access to information-rich participants. A link 

between the ambit of incorporating purposive sampling as a method is  synonymous 

with qualitative studies   

Emerging themes via a qualitative analysis using interviews, field notes and 

observations contributed to an effective gathering of information of the views and 

experiences of TVET lecturers. Interviewing of the SMT revealed several gaps in the 

system. A case study offered the ability to extract pertinent information for the study. 

A thorough analysis of verbatim accounts of participants ensued. 
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References highlighted numerous issues plaguing the system, including systemic 

and operational barriers to day-to-day teaching. These factors contribute to the 

neglect of students with special needs. Mainstreaming these students revealed 

numerous challenges in classrooms. Key obstacles to effective inclusive practice 

contribute to the institutional paralysis of the college, compounded by irrelevant 

professional development for lecturers. Critical factors emerged from the study, 

underscoring the importance of engaging students with special needs and the daily 

challenges they face. 

This situation calls for significant investment in relevant training in inclusive 

education (IE). Lecturers also face various challenges, including a lack of support 

from management. The researcher recommends establishing a functional funding 

model within a unique framework for special needs students. Currently students with 

any type of disability has to apply via NSFAS if they actually do report that help is 

necessary. A Unique Funding Model needs to be focused predominantly on TVET 

colleges, creating a special independent niche for budgeting for learners with special 

learning needs. This must be supported by a fully trained administration contingent 

for purposes of identification, screening, monitoring, reporting and feedback.  

Budgets for special needs learners should be directed to District levels to ensure a 

faster turnaround time for obtaining funding once assessment has been confirmed 

and approved.  Included in the Funding Model, fund allocations for professionally 

developed lecturers in the area of special needs must be prioritised. This also 

includes having psychologists, counsellors, nurses and structures for accessing 

support on campus. For purposes of expediency and maintaining accountability, 

timeframes must be set and strictly monitored. 

National directives against the unfair target-based filling of classes should not be 

ignored, as they negatively impact both students and lecturers. The National 

Government needs to implement a strategy that is fair for all students, with 

intervention from the Department of Higher Education and Training cascading down 

to relevant educational bodies to address the skills deficit among TVET lecturers. 

Consistent monitoring is essential to ensure compliance with IE standards. 

This does not negate the need for general professional training but emphasises the 

importance of including special needs components such as sign language, simulated 
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centres and curriculum adaptations in tertiary institutions. Additionally, quality 

assurance of all programmes, courses and curricula remains crucial. The researcher, 

based on the study's findings, proposes establishing a fully functional disability unit 

with user-friendly infrastructure. The presence of specialists on campus continues to 

be a neglected area. Monitoring for support and intervention must be consistent, with 

follow-ups in all implementation areas. Effective mitigation of a distressed, 

fragmented and disjointed system requires functional policies, curriculum 

adaptations and parental or guardian engagement. 

6.6 RECOMMENDATIONS 

The researcher proposes several recommendations for TVET colleges. These 

recommendations may contribute to the improvement of theory, policy and practice 

on the inclusion of students with disabilities in the TVET college sector. These 

recommendations were drawn from primary and secondary data sources throughout 

the process of scientific research followed in the execution of this study. As such, the 

recommendations are as follows:  

6.6.1 Establishment of a Unique Framework  

A unique framework is necessary for implementation at TVET colleges, more 

specifically in considering the positioning of these institutions between schools and 

universities. The Constitution of the Republic of South Africa presents a sound basis 

for the purposes of intervention and education (Landsberg, Kruger & Swart, 2011). 

The World Health Organisation wants to ensure that a child with disabilities receives 

holistic care (Landsberg et al., 2011). The same should apply to students entering 

TVET colleges. This framework points to the involvement which highlights the 

impairment of children and their personal limitations, and the direct impact on their 

ability to participate and engage in activities (Landsberg et al., 2011). The scholars 

smake particular reference to Bronfenbrenner’s ecological systems theory. His 

theory highlights the disposition, experiences and characteristics of the child that 

shapes their future. Landsberg Kruger and Nel (2005) highlight the complexity of 

understanding the learner within the interactions, interrelationships and the multiple 

layers to which they are connected. Makoelle (2014) firmly believes that if all 

educators understand that learners do not exist in isolation but rather within a 

supportive system including the staff, curriculum and the institution, this would 
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significantly influence the benefits of those with barriers to learning. There are noted 

changes in the trajectory of how relationships adapt and grow or even decline, 

bringing conflict within the home, conflict at institutional levels and on a positive note 

procures academic achievement.  

6.6.2 Intervention and Monitoring 

This must take place at a national level, cascading down to provincial and local 

levels. This remains a prime requisite. In my opinion, this is fundamentally due to the 

colleges’ ignorance of basic legislation for IE. This must be followed through by the 

Director General and cascade down to rectors, principals and staff. Monitoring must 

be treated as both critical for success and progress of students. This can be carried 

out via active monitoring through a top-down approach to ensure compliance of 

legislation for the implementation of IE. The study is clear that right now there is 

neither compliance nor active monitoring. This leads to special needs students falling 

through the cracks. Feedback must be provided to the academic head and rector for 

further escalation. 

6.6.3 Recruitment of Suitable Lecturers 

Currently, the evidence shows that many lecturers enter the TVET sector with 

general academic qualifications. Continued professional development must take 

priority through relevant workshops for those already in the system and new 

lecturers must have been trained in special needs. The relevance is underscored by 

White Paper for Post-School Education and Training (DHET, 2013) that continuous 

professional development is deemed as fundamental to provide optimum teaching 

and learning.  

The participants in the study voiced their frustrations at the current lack of training. 

Consequently, this leads to students struggling to cope. Mercer and Pullen (2009) 

refer to the USA No Child Left Behind Act of 2002 (NLCB) that mandated that 

teachers need to be highly qualified. They refer to the teachers being highly 

competent in the subjects they teach. This is not a grey area as education forms the 

cornerstone of our new democracy in South Africa. While South Africa struggles with 

under or unqualified people in the TVET sector, the USA states by law that where 

teachers are concerned, they must be highly qualified. This is enforced through 
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entering education with a relevant degree in the subject they teach and with this they 

require board certification. There is a causal gap between untrained, unqualified and 

under qualified lecturers’ who struggle in delivering the necessary support which is 

undoubtedly a contributory factor to effective curriculum and course delivery. 

Lecturers mentioned the neglect of training needs and support, specifically in the 

area of special needs. This also occurs higher up the echelon beyond campus levels 

where neither the structural heads of the Department of Higher Education and 

Training focus on the critical monitoring of the recruitment of qualified lecturers who 

are trained in IE. Lecturers with general qualifications that are employed in colleges 

have general or very basic qualifications. The researcher is of the view that a 

rigorous process needs to be followed to enact legislation that determines 

competence of lecturers. TVET quality and skills development dictates how the 

labour market responds and is largely dependent on trainers and managers, teacher 

qualifications and the content that is presented (ILO, 2017). Mercer and Pullen 

(2009) posit that a suitably trained educator has an important influence on the 

programme quality and should be able to deliver teaching practices and 

assessments that are empirically based. Hofmeyer and Vally (2022:57) state that 

“the extent to which TVET lecturers in South Africa can be held accountable when 

such a small percentage are academically and professionally fully qualified is a 

vexed issue”. 

6.6.4 Curriculum Adaptation 

Curriculum adaptation for all learners within the paradigm of IE demands 

introspection and retrospection. Curriculum must be aligned to create a fit for the 

Grade 9 students who enter TVET colleges with special needs. This should be done 

with the assistance of lecturers as currently the trend is that colleges align 

themselves with certain publishers, ignoring the area of inclusivity. Chitiyo (2013) 

maintains that a functional curriculum is needed that targets life skills for students 

with inclusive needs as a means for everyday functioning. He believes that these 

students require a curriculum that is systematic, carefully structured and designed to 

engage in a meaningful learning process. The curriculum integrity is dependent on 

the curriculum designers and educators involved in the actual delivery. Adelabu 

(2021) argues that TVET colleges have areas which are notably far from being 

satisfactory. He further extends this notion to the hands-on practical aspects as not 
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being adequately presented in the curriculum. Adelabu (2021) suggests that the 

current TVET colleges curriculum be revised and updated with to meet workplace 

demands. The researcher proposes an intensive overview of current policies to 

create one that is clear, well-articulated, coordinated and most importantly integrated to 

remedy the situation.  

Wearmouth (2016) argues that education, health and social services tend to operate under 

their isolated banners. He postulates that there must be solutions for a multitiered support 

system with graded learning support, from which explicit, frequent and intensive 

interventions are used for learners. Lecturers must be duly trained to keep up with the 

continuous changes in order to allow equal opportunities into the working world. 

Suffice it to say collaboration among the designers and lecturers is paramount to 

effective delivery and adaptation for both the special needs and normal learners. 

There is no one-size-fits-all here. Involvement of publishers must be considered. 

Drawing from Paulo Freire’s framework that is referred to as libertarian and as a 

humanist praxis, pedagogy was regarded as belonging to the oppressed and 

marginalised (Phasha, Mahlo & Dei, 2017). Similarly mention is made that students 

who are increasingly challenged and confronted with problems maintain the right to 

be equally educated alongside their peers within mainstream classes (Armstrong & 

Barton, 2007; Kenworthy & Whittaker, 2000; Rioux, 2002). Loreman et al. (2010) 

assert that modification of the standardised curriculum for the suitability of the 

individual student with acutely different needs still has its critics. At this point, the 

viability of individualised curricula for learners with special needs in TVET seems to 

be a complex task considering the large class numbers. Educators are generally 

obligated to teach all students whether or not they have knowledge of the diverse 

needs that require special attention. The complexity of a system already under siege 

struggling to accommodate students, presents a system where students are seen as 

being different (Loreman et al., 2010). They further articulate current struggles in 

how LSEN learn in a regulated mainstream class. Lloyd (2008) states that the mere 

act of implementing individualised plans in the context of a curriculum that is not 

generally written to include all students can be viewed as exclusionary.  
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The surrounding issues for the provision of a suitable curriculum within the ambit of 

inclusive education and for all other students remains a central and pertinent aspect 

in the success of IE. 

6.6.5 Procedures for Proper Access 

A Grade 9 exit certificate with a unique number should be logged so that it will 

eliminate the issue of fraudulent certificates and reports used for access. A 

technological system should be established for verification and authenticity. Serious 

introspection is needed into why these gaps in the education system still exist. 

Stakeholders must find a way to ensure a follow through from primary through to 

high school and then tertiary institutions. This should be done through collaborative 

efforts with the schools and other stakeholders. An administration system similar to 

the universities should be set up to check that reports used for access is legitimate. 

This will also alleviate the problematic area of false entry certificates/reports. An 

initiative for the creation of a points-scoring system similar to those in universities 

should be established, however, due to the differentiation including special needs 

students, specific adaptive measures must be included. Currently there is no 

verification system in place. All reports are accepted as is. In retrospect, this adapted 

points-scoring system will obviously need to be designed to be a unique fit for TVET 

colleges for the admissibility of all students into the TVET colleges. Initiating a 

system similar to the points system required for university courses will go a long way 

to identifying special needs students and curb the use of fraudulent reports. This will 

assist in effective planning when mainstreaming special needs students. Currently, 

due to the social ills we face, many students enter the system to use the NSFAS as 

a living grant for themselves and their families.  

6.6.6 Intervention through Varied Pedagogies and Simulation Centres 

Differentiation in pedagogy is crucial both for inclusivity and success. Through 

training and workshops, differentiated pedagogies will permit progress towards a 

sustained measure of success. In a bid to accommodate all students, lecturers must 

be able to use differentiated strategies. This will work well with simulation centres 

where these strategies can be used. These simulation centres must be established 

at TVET campuses. This will assist with assessment procedures and the 

identification of special needs. By observation, many aspects may be identified for 
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further improvement. These centres may be complemented by simulation or role-

playing games which are provided by selected voluntary organisations (Leicester, 

2008). Simulations allow students to work within controlled environments and may 

improve their understanding of concepts. In doing so, simulation may provide an 

alternative means to standard assessment procedures. Currently, students work on 

tests, examinations and limited practical work. 

6.6.7 Parental / Guardian Engagement 

Collaborative intervention among therapists, parents, and lecturers’ is a pivotal factor 

in ensuring a transition to a stronger support system and better results. Mercer and 

Pullen (2009) place emphasis on the collaboration between teachers in general and 

special education to ensure quality. Stevens (2007) articulates that parental 

involvement is essential for a student’s success. Starr (2004) found that there is a 

significant relationship between parental involvement and the performance of 

children. The researcher asserts that parental involvement supersedes many 

aspects. According to Starr (2004), this has a greater impact on student’s 

performance and success, far more important to students succeeding at every grade 

level, than education or family income 

Loreman et al. (2010) is of the view that a formal assessment should be conducted 

of neurological, motor development, language and intelligence of students is critical, 

as teachers need to know what to do with the varied pieces of information. According 

to them, this information should be presented to educators in the form of a written 

report. Furthermore, Loreman et al. (2010) expounds on the fact that it is of great 

interest and value to both teachers and parents to take into consideration individual 

circumstances in order to address areas that require attention. Similarly, Costa and 

Faria (2017) emphasise the importance of deeply understanding parental 

motivations, expectations for their child's performance, and career aspirations. These 

factors significantly influence the extent and nature of parental impact on adolescent 

development, particularly among students in TVET colleges. Literature describes 

adolescence as a period of conflict, reorganisation and realignment of family bonds. 

The content and quality of relationships, rather than the isolated actions of either 

parent or adolescent, determine the nature and extent of parental influences on 

adolescent development (Bartle-Haring, Younkin & Day, 2012; Brković et al., 2014). 
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6.6.8 Ensure Quality Assurance of Programmes, Courses and Curriculum 

Quality assurance is a vital component in the functioning of TVET colleges. 

However, the study brought to the fore a very selective interpretation of what this 

function entails. The interviews revealed a disjuncture and fragmented interpretation 

among the major role players. There may be a national quality assurance of 

programmes, curriculum and courses; however, it is imperative that this is done at a 

district and local level in consideration of the type of students being taught. 

Programmes, courses and the curriculum must be quality-assured before 

implementation. Currently, courses are being phased out due to non-accreditation 

indicating a gap in how and what is being quality-assured. 

6.6.9 The Establishment of Disability Units Within TVET Colleges 

Currently, TVET colleges do not enjoy the benefits of established disability units 

unlike other tertiary institutions. TVET colleges remain the so called stepchild within 

education sectors. Inclusivity seriously remains a side issue. TVET colleges require 

specialised disability units to support students ensuring equality for all students. The 

University of Pretoria is an example of an institution who boast of their commitment 

to ensure an integrated and inclusive learning experience for students who have 

disabilities (Sako, 2020). The aim is to create an enabled environment ensuring a 

human rights culture and equal access. TVET colleges should follow this prime 

example to enable an environment which is proactive and works towards social 

justice and equality. 

6.6.10 The 70:30 Rule 

TVET colleges need to go back to the drawing board where 70% of the work is 

supposed to be practical and 30% is based on theory. LSEN and others will benefit 

from this, which was initially the function of these institutions. Currently much of the 

work is purely academic, disadvantaging students, especially those that fall within 

the ambit of IE who may be better at practical work than theoretical work. According 

to Leicester (2008), there should ultimately be a permeation of values and issues of 

inclusion in college courses, and consultation with the community. Needham (2019) 

noted that the NC (V) was primarily theoretical and far less focused on industry skills 

and artisanship.  
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Instead of enhancing chances of employment, Needham (2019) noted that colleges 

were ill-equipped and ill-prepared for the task. TVET suffers from low status and a 

poor image in the majority of the reviewed countries. Even countries like Germany, 

where TVET has been well-regarded for generations, are now seeing a trend 

towards academisation, with the university pathway favoured and TVET a second 

choice for many students (James, 2023).  

6.6.11 Funding and Resources Barriers 

Lecturers lack access to training with assistive devices, such as recording apparatus, 

touch screen computers and even the use of sign language which could contribute to 

student empowerment. LSEN students may apply for funding via the Department of 

Health. Currently there is no person taking the responsibility to assist in effecting this 

vital function, hence the dire need for specialised units to be established. Savolainen 

et al. (2012) aptly describe the competitive scramble irrespective of the wealth of a 

country. South Africa being in the current predicament of high prices and inflation is 

no different.  

In assisting to realign the curriculum in TVET colleges for the benefit of persons with 

learning disabilities and to maintain equality for all learners, partnerships with 

computer companies can be established for the design of appropriate software and 

specialised apps that can be integrated into assistive devices for learning. 

Keyboards can be elevated and made larger for easier access. Fully equipped 

simulation centres should be established to be used for additional support, training 

and assessment purposes with dedicated trainers for slower learners especially. 

Visually impaired learners will benefit immensely should they have access to Braille 

and larger text versions of notes and books. Hearing impaired students should have 

hearing aids sponsored by the government to improve auditory transmission in the 

classroom. Audio recorders should be provided for slow learners and scribes could 

be provided for examinations and other written work. Students should be allowed the 

option to do oral examinations where writing is not possible. In addition, voice 

activated computers and iPads will play a monumental role to capture videos of 

lessons. This would assist especially where experiments are being performed for 

example in science laboratories and workshops so that the slower student can watch 

multiple times to keep up with his peers. Additional funding should be directed to 
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TVET colleges to establish dedicated highly specialised Special Needs Units to both 

students and lecturers. Fully-fledged, specialised and technologically equipped 

centres may just be the equaliser in creating a fair and equitable system of education 

for all students. 

There are many priorities that national state funds need to cater for in terms of 

economic, social, healthcare, defence and welfare, forcing education budgets to be 

strictly controlled (Savolainen et al., 2012). However, mainstreaming students has 

led to the need for increased training that requires an increased budget. Government 

does not subsidise all moneys for training so relevant stakeholders should ensure 

there is public engagement to source funding. There needs to be strict monitoring 

and accountability of this budget to avoid malfeasance. The researcher proposes an 

increased training budget for this project as there is poor implementation of 

mainstreaming. The ILO (2017) argues that most TVET colleges draw on funds from 

various sources and recognise the benefits for society, enterprises and individuals. 

The researcher agrees that national training funds could be used to target 

disadvantaged groups, including people with disabilities or the introduction of 

disability-specific schemes (ILO, 2017). 

6.6.12 Time Constraints 

Chapter 5 provided feedback on issues of time in dealing with IE students. 

Government must consider minimising the paperwork and increasing teaching time 

so that students’ needs are met. This is the core business of teaching and learning. 

However, administrative loads that lecturers deal with daily are particularly 

overwhelming. Portfolios of assessment per subject per level and resources files 

must be updated daily. Filing contributes to the excessive workload, besides general 

assessments which is part of normal lecturing. This takes away much-needed 

teaching time in an ordinary environment. Gul et al. (2021) concede that this has 

become a burdensome aspect of the workload in recent years, including the 

paperwork that has become a norm which teachers deal with daily but has nothing to 

do with actual teaching. They highlight the filling in of reports, reorganisation of the 

curriculum, record-keeping, filling of forms and development of materials coupled 

with the resistance of government to take note and make any meaningful changes to 

class sizes and pupils’ indiscipline. To all intents and purposes, Gul et al. (2021) 
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maintain that it is a system riddled with bureaucracy and extra-curricular activities, 

which has depleted the joy of teaching.  

6.6.13 Policy 

The United Nations has worked tirelessly towards the adoption of decisions 

concerning equal rights for students with disabilities and UNESCO has developed a 

resource package for educators in support of this (Savolainen et al., 2012). In 

essence, drawing from the work of Paulo Freire’s critical pedagogy and IE, Phasha 

et al. (2017:103) maintain that “the subject of IE has dominated numerous debates in 

and outside academia, because of the belief that educational systems reproduce and 

perpetuate social inequalities and contribute to policy flaws”. From a South African 

perspective, policy remains riddled with implementation problems. The ILO (2017) 

contends that South Africans are the beneficiaries of the:  

 Skills Development Act of 1999  

 The Promotion of Equality and Prevention of Unfair Discrimination Act No. 4 of 

2000 

 White Paper on the rights of Persons with Disabilities of 2015 (ILO, 2017)  

It remains incumbent from a national perspective, to review all policies for the 

transformation of the current landscape. Inevitably, this must include a policy on 

relevant training of individuals to be proficient and highly skilled in IE. The formation 

of a separate entity for the close monitoring of implementation and compliance to 

improve the success rates of students living with disabilities is crucial. Currently, we 

have the NSDS in place which was developed by the Department of Labour which 

identifies critical areas for redress of past inequalities.  

I propose an intensive overview of current policies to create one that is clear, well-

articulated, coordinated and most importantly integrated to remedy the situation. 

6.6.14 Overcoming the Stress of Lecturers’ 

Currently there is a noted overcrowding of classes. Classes should be reduced to the 

proper ratio to reduce the stress of educators. Makoelle (2016) notes that proper 

teaching and learning will not take place where there are overcrowded classrooms. 

This creates additional stress and decreases work performance. As a coping 
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mechanism, Makoelle (2016) underscores that lecturers neglect of learners with 

barriers, essentially favouring those students that are able to grasp concepts quickly 

and easily. Yeo, Chong, Neihart and Huan (2014) also points out that the behaviour 

of some learners with special needs is challenging, coupled with instructional 

difficulties of diverse learners is increasingly stressful on the educator. Inclusive 

classrooms need re-organising to facilitate inclusive classrooms that will contribute to 

training teachers in fostering a value system that shapes teacher attitudes (Yeo et 

al., 2014).  

Involving the lecturers across the TVET sector and other tertiary institutions in 

discussions and forums on aspects of mainstreaming would allow for the sharing of 

best practices. Assistance in the form of monitoring, support and IE training will go 

far in allowing lecturers to develop a more positive attitude. Another major area is to 

make greater use of technology to maintain records as lecturers are still inundated 

with mass paperwork causing a duplication of many processes. This will alleviate 

much of the stress they bear. 

6.6.15 Inclusion of Specialists 

All campuses should have a psychologist, a therapist and structures for referral so 

that students and lecturers have access to discuss and deal with issues as they 

arise. If this is done within a proper time framework there will be early detection and 

resolutions. Counsellors should be stationed permanently at campus or at college 

level to improve access for lecturer and student wellbeing. 

6.6.16 Professional Development of TVET Lecturers’ 

The issue of relevant TVET qualifications has been an area of a highly questionable 

nature. Based on international practice, Young (2006) views professional 

development as the responsibility of universities and colleges in partnership, where 

knowledge of the curriculum and specialist vocational knowledge can be discussed. 

He maintains that these type of partnerships could be created between curriculum 

specialists, specialists in appropriate disciplines in cohesion with other professional 

bodies to avoid generic teaching.  

The findings reveal neglect of this area within the tertiary sector with special 

reference to TVET colleges. While accommodation is provided for in schools with 
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specialised training for educators, this study exposes the gap in training for lecturers. 

In as much as policies that do exist state that every person has a right to education, 

higher education does not provide any guidance on how these students may be 

assisted as no viable resources are available. It is essential that policymakers 

engage with relevant stakeholders on what and how current practices should 

change. Management equally mentioned a number of issues, non-plausible, stating 

that little is done right now to assist the TVET sector. Qualifications should include a 

special needs component for all lecturers at TVET colleges in order to engage and 

support students with special learning needs. Structures for referral of students that 

cannot cope within a mainstream sector should be formed to address such issues. 

Like universities disability units should be addresses as a core structure within 

campuses. 

Lecturers are in dire need of relevant training to counteract the complexities 

surrounding mainstreaming of students. The majority of lectures concurred that 

relevant training is not provided to deal with IE. According to James (2023), South 

Africa’s TVET colleges have long been view as the ‘Cinderella’ in the post-school 

education and training sector. Perceptions of students that enter TVET colleges do 

not meet the requirements for university entrance, and lecturers’ qualifications are 

considered inferior. As a researcher immersed within a TVET college, what is noted 

is that many lecturers do not have industry experience nor the relevant professional 

development which is a direct contributory factor to inferior education. Again, the 

elephant in the room is special needs. If this is the case, how will special needs 

students cope in a fractured system where nothing has been done to address 

professional development, social justice and academic equality? It is evident that a 

sense of limbo remain as lecturers wait for to gain a professional qualification due to 

few organizations having the ability for capacity to deliver relevant 

qualifications.(Wedekind, 2013). 

Lecturers need various workshops on how to integrate normal and special needs 

students. This includes a focus on how lessons should be planned and developed. 

The researcher’s view is that teacher training colleges should re-open as a matter of 

national concern. Many lecturers enter the system with unrelated degrees and 

proceed to the Post Graduate Certificate in Education without the relevant didactics 

and experiential aspect. This further contributes to ineffective teaching and learning. 
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Didactics is an integral component for the dissemination of informed effective 

teaching and learning. As much as didactics and pedagogy have similarities, they 

also differ in that pedagogy is particularly directed to the use of effective strategies, 

instructions and teaching while didactics is a discipline concerned with the science of 

teaching (Hofmeyr & Vally, 2022). The issue is one that is simple and needs a 

concerted well-researched exercise to include students with special needs to 

alleviate the burden placed on lecturers currently delivering a standardised non-

adapted didactical and pedagogical approach. 

6.7 THE PROPOSED FRAMEWORK 

The researcher has set out a proposed framework in Figure 6.1 for a viable solution 

to effect planning for IE if proper protocols are followed. This is to alleviate the 

fragmented manner in which IE is dealt with at the different levels. The researcher is 

of the opinion that the framework could work towards improving the current climate, 

within TVET colleges. It could further serve to effect proper accommodation of 

special needs students, planning for training needs and proper compliance. 
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Figure 6.1: Proposed IE framework for TVET colleges 

The framework was constructed by the researcher based on the findings presented 

in Chapter 5. 

6.8 AREAS FOR FURTHER RESEARCH 

The data on the mainstreaming of students shows that it is a deeply entrenched 

issue which affects both lecturers and students. More research is required into 

mainstreaming students in TVET colleges to ensure compliance. The data obtained 

from participants pointed to a poorly structured system and non-existent ability to 

cope with LSEN in mainstream classes. Participants were mostly negative about 

their ability to accommodate the students that had special needs. Access to 
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education is mandated by law as Section 28 of the Constitution of the Republic of 

South Africa of 1996 explicitly states: “Everyone has the right – (a) to a basic 

education, including adult basic education; and (b) to further education, which the 

state, through reasonable measures, must make progressively available and 

accessible.” 

However, further research into this area is needed as mainstreaming is a complex 

area to navigate. Further research will produce a much-needed and suitably 

designed system that is accessible to all. 

The erection of a fully functional disability unit with user-friendly infrastructural 

capacity must be prioritised. Basing specialists based on campus continues to be a 

neglected area. Monitoring for purposes of support and intervention is essential. 

Functional policy, curriculum adaptation and parental/guardian engagement would 

ensure an effective means to mitigate a distressed, fragmented and disjointed 

system. However, it is necessary to be open to the understanding that with 

mainstreaming comes distinct advantages and disadvantages as indicated in Table 

6.1. 

Table 6.1: Advantages and disadvantages of inclusion and mainstreaming 

INCLUSION MAINSTREAMING 

Advantages Advantages 

More opportunities to develop social skills Smaller teacher – student ratio 

Students with disabilities benefit from the general 

curriculum 

More one-on-one instruction 

Students without disabilities may learn to 

appreciate individual differences 

 

More opportunities for cooperative learning with 

peers without disabilities 

 

Disadvantages Disadvantages 

General education teachers may not know how to 

provide the requisite special education services 

Students who are pulled out of the regular 

education class may miss essential instruction 

and activities in the regular class 

Attitudes of peers without disabilities affect 

students with disabilities 

Students who are pulled out may have limited 

time to interact with their peers with disabilities 

Regular classrooms may not be equipped with 

the required specialised services 

Students who are pulled out may be confused if 

expectations of the special educations teacher 
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INCLUSION MAINSTREAMING 

differ from those of the regular education 

teachers 

 Providing special education services out of the 

regular classroom may reinforce the stigma they 

often experience from their peers 

 There may be a lack of coordination between 

regular and special educators 

Adapted from Chitiyo (2013) 

Even though there may be a measure of focus on special needs within TVET 

colleges, this is far from the proper implementation of policies, access and effective 

accommodation. Proper functioning requires due diligence and the cooperation of all 

relevant stakeholders to ensure that TVET colleges are fully compliant and remain 

accountable. The paralysis of institutions to act on inclusivity has compromised the 

image and integrity of the sector.  

The following areas could be researched in future studies: 

 Research into a dysfunctional, fragmented, TVET system; 

 Reasons into the non-implementation of basic policy regarding IE; 

 Research on the areas of course relevance and programmes for employability; 

and 

 Research into the area of a compromised recruitment drive for relevant lecturers. 

Currently the TVET colleges are not regarded as institutions of first choice. Colleges 

need to be responsive to the needs of the economy as the function of TVET colleges 

has somehow been lost along the way. There needs to be accountability for the type 

of citizens that are currently being produced. This study has provoked thinking 

around IE, the neglect of this area and how the future implementation of IE should be 

managed.  

6.9 FINAL REMARKS 

The conclusion drawn by the researcher is that it is pivotal for all major stakeholders 

to afford the area of mainstreaming due diligence. This should start with the 

investment of funding to train any lecturer/educator entering educational institutions. 

Integrated policies should be aligned sufficiently to provide integrity to this niche so 
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that there is no separation in how special needs or ‘normal’ students are 

accommodated. 

  



 

181 

REFERENCES 

 

Addison, J. T., 1992. Urie Bronfenbrenner. Human Ecology, 20 (2), pp.16-20. 

Adebowale, O.F. and Moye, G.P., 2012. Learning difficulties in primary schools: 

Teachers attitudes and coping strategies. Int J Hum Soc Sci, 2(3), pp.113-

8.[Online]. Available at 

https://scholar.oauife.edu.ng/oluadefat/publications/learning-difficulties-

primary-schools-teachers-attitudes-and-coping-strategies [Accessed 14 June 

2021]. 

Adelabu, F.M., 2021. Pedagogic practice in classroom and workshop at technical 

and vocational education training colleges. In New Models for Technical and 

Vocational Education and Training (pp. 136-161). IGI Global. 

Adler RH. Trustworthiness in Qualitative Research. Journal of Human Lactation. 

2022;38(4):598-602.  

Ahola, S., Hedmo, T., Thomsen, J.P. and Vabø, A., 2014. Organisational features of 

higher education. Denmark, Finland, Norway and Sweden. 

Akpan, V.I., Igwe, U.A., Mpamah, I.B.I. and Okoro, C.O., 2020. Social 

constructivism: Implications on teaching and learning. British Journal of 

Education, 8(8), pp.49-56. 

Ainscow, M. 2000 Reaching out to all learners: some lessons from international 

experience. School Effectiveness and School Improvement, 11(1), pp.1-9. 

Ainscow, M. and Miles, S., 2008. Making education for all inclusive: Where 

next?. Prospects 38(), pp. 15-34. 

Ainscow, M., 1999. Understanding the development of inclusive schools. Falmer: 

Routledge,. 

Ainscow, M., 2000. Reaching out to all learners: Some lessons from international 

experience. School Effectiveness and School Improvement, 11(1), pp.1-19. 

https://protect.checkpoint.com/v2/___https:/scholar.oauife.edu.ng/oluadefat/publications/learning-difficulties-primary-schools-teachers-attitudes-and-coping-strategies___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjM3MDA6YjdlMWJiMzFlMTFlZDQwYzViMjJhMTM4ZjNkMzg3ZmZjYzJjZDExMTdiMzcxZWNkMWJhYjhjYWNiZDEyNjc3ZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/scholar.oauife.edu.ng/oluadefat/publications/learning-difficulties-primary-schools-teachers-attitudes-and-coping-strategies___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjM3MDA6YjdlMWJiMzFlMTFlZDQwYzViMjJhMTM4ZjNkMzg3ZmZjYzJjZDExMTdiMzcxZWNkMWJhYjhjYWNiZDEyNjc3ZjpwOlQ6Tg


 

182 

Ainscow, M., 2002. Using research to encourage the development of inclusive 

practices. In: P. Farrell and M. Ainscow (Eds.). Making Special Education 

Inclusive. London: Fulton. 

Ainscow, M., 2004. Developing inclusive education systems: What are the levers for 

change? Manchester: The University of Manchester. 

Ainscow, M., 2005. Developing inclusive education systems: what are the levers for 

change?.J Educ Change 6, 109–124 https://doi.org/10.1007/s10833-005-

1298-4 

Ainscow, M., 2005. Developing inclusive education systems: what are the levers for 

change? Journal of Educational Change, 6 (2), pp.109-124. 

Ainscow, M., Barrs, D. and Martin. J., 1998. Taking school improvement into the 

classroom. Improving Schools 1(3), pp.43-48. 

Ainscow, M., Slee, R. and Best, M., 2019. The Salamanca statement: 25 years 

on. International Journal of inclusive education, 23(7-8), pp.671-676. 

Alam, M.K. 2021. A systematic qualitative case study: questions, data collection, 

NVivo analysis and saturation", Qualitative Research in Organizations and 

Management, Vol. 16 No. 1, pp. 1-31. https://doi.org/10.1108/QROM-09-

2019-1825. 

Alam MS, Asmawi A. Qualitative research: Defining features and guiding principles. 

Forum for Education Studies. 2024; 2(2): 1262.  

Akoojee, S., 2016. Policy brief # 1 TVET in South Africa and the international 

agenda: Are they transformative? [Online[ Available at 

https://resources.norrag.org/resource/10/tvet-in-south-africa-and-the-

international-agenda-are-they-transformative [Accessed July 2022]. 

Alase, A., 2017. The interpretative phenomenological analysis (IPA): A guide to a 

good qualitative research approach. International Journal of Education & 

Literacy Studies, 5, pp.9-19. https://doi.org/10.7575/aiac.ijels.v.5n.2p.9  

https://protect.checkpoint.com/v2/___https:/doi.org/10.1007/s10833-005-1298-4___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjI0ZjA6ZDAyNGU5YTNjOTc1OWNhYmRmNWU4MmYxMjBiMDU5ZTQ1OWQ0ZDI0OGQ2MzI1YWFjMTVkYzU3YzA4MDZlMTk0MjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1007/s10833-005-1298-4___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjI0ZjA6ZDAyNGU5YTNjOTc1OWNhYmRmNWU4MmYxMjBiMDU5ZTQ1OWQ0ZDI0OGQ2MzI1YWFjMTVkYzU3YzA4MDZlMTk0MjpwOlQ6Tg
https://doi.org/10.1108/QROM-09-2019-1825
https://doi.org/10.1108/QROM-09-2019-1825
https://protect.checkpoint.com/v2/___https:/resources.norrag.org/resource/10/tvet-in-south-africa-and-the-international-agenda-are-they-transformative___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjQxZGM6YzM1ZDdmZjZmZWJiMzliZjc4ODViYzFmMDI3MmJiZDhjOGMzNjJjMjNhMTYwMzM1OGYxNDg3NjFhMGQwZWZkMzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/resources.norrag.org/resource/10/tvet-in-south-africa-and-the-international-agenda-are-they-transformative___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjQxZGM6YzM1ZDdmZjZmZWJiMzliZjc4ODViYzFmMDI3MmJiZDhjOGMzNjJjMjNhMTYwMzM1OGYxNDg3NjFhMGQwZWZkMzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.7575/aiac.ijels.v.5n.2p.9___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmRmMzM6NGE4MzhlZmNjMDRjNDAzMjIxMzQ1MTBjNDMxMjgzYjA1MTkzNzk3YzJkMzA5NWYxNzcxNjNmZjlhMzhmOWEwZDpwOlQ6Tg


 

183 

Alber, R., 2014. 6 Scaffolding strategies to use with your students. [Online]. Available 

at https://www.edutopia.org/blog/scaffolding-lessons-six-strategies-rebecca-

alber [Accessed 9 June 2024]. 

AlMahdi, O. and Bukamal, H., 2019. Pre-service teachers’ attitudes toward inclusive 

education during their studies in Bahrain Teachers College. Sage Open, 9(3), 

DOI:10.1177/2158244019865772 

Almahdi, O., 2019.Family-school connections: Different theoretical perspectives and 

their implications for teacher education. Humanities and Social Science 

Research, 2(4), pp14. 

Al-Shammari, Z., Faulkner, P. and Forlin, C. 2019. Theories-based inclusive 

education practices. Education Quarterly Reviews. 2, pp.408-414. [Online]. 

Available at: https://www.asianinstituteofresearch.org/ [Accessed 09 May 

2021]. 

Ames, H., Glenton, C. and Lewin, S., 2019. Purposive sampling in a qualitative 

evidence synthesis: a worked example from a synthesis on parental 

perceptions of vaccination communication. BMC Med Res Methodol, 19, 26 

https://doi.org/10.1186/s12874-019-0665-4 01 

Anderson, J., Boyle, C. and Deppeler, J. M., 2014. The ecology of inclusive 

education. Reconceptualising Bronfenbrenner. In Zhang, H. Keung Chan P. 

W. and Boyle, C. (Eds.), Equality in Education: Fairness and Inclusion. 

Rotterdam: Sense. (pp. 23-34). 

Anderson, J., Boyle, C., and; Deppeler, J. M. (2014). The ecology of inclusive 

education. Reconceptualising Bronfenbrenner. In Zhang, H., Keung Chan, P. 

W. and Boyle, C. (Eds.), Equality in Education: Fairness and inclusion (pp. 23 

- 34). Rotterdam: Sense.  

Armstrong, A.C., Armstrong, D. and Spandagou, I., 2010. Inclusive education: 

International policy & practice. Thousand Oaks: SAGE. 

Armstrong, F. and Barton, L., 2007. Policy, experience and change and the 

challenge of inclusive education: The case of England. 10.1007/978-1-4020-

5119-72 Springer: Dordrecht. 

https://protect.checkpoint.com/v2/___https:/www.edutopia.org/blog/scaffolding-lessons-six-strategies-rebecca-alber___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmZhN2I6MTJlOWE0ZmU4YTFiZjRjZDczMTk2Y2RhMmRlNDllMTFmYzE1M2I0ZDA4NGNkNDVkMzkxZWI3YTg3MTcwMDMwMDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.edutopia.org/blog/scaffolding-lessons-six-strategies-rebecca-alber___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmZhN2I6MTJlOWE0ZmU4YTFiZjRjZDczMTk2Y2RhMmRlNDllMTFmYzE1M2I0ZDA4NGNkNDVkMzkxZWI3YTg3MTcwMDMwMDpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1177/2158244019865772___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmNhNzk6YmM0ZTdiNGQxMGRjYjAyNjJlMDAxMTIzMWVkOWVmMTBkYzQzZTY3ODIwNzQ2NGZjYzZmMmIwNmY0YjE5OWE2NTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.asianinstituteofresearch.org/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjUwY2Q6ZTZjZDlhODllYmJhMDgyMjUxZDcwNmI2OTk4MjhhMTAyYTk5NjUyOTUwNmE4NTg4MTFiNGFhYWJiNzIxZGIwMTpwOlQ6Tg
file:///C:/Users/DELL/Downloads/10.1007/978-1-4020-5119-72
file:///C:/Users/DELL/Downloads/10.1007/978-1-4020-5119-72


 

184 

Artiles, A. J., Kozleski, E., Dorn, S. and Christensen, C., 2006. Learning in inclusive 

education research: Re-mediating theory and methods with a transformative 

agenda. Review of Research in Education, 30, pp.65-108. 

Babbie, E., 2007. The practice of social research. (11th ed.). Belmont: Thomson 

Wadsworth. 

Ballard, K., 2012. Inclusion and social justice: teachers as agents of change. In 

Carrington, S. & Macarthur, J. (Eds.), Teaching in Inclusive School 

Communities. Melbourne: John Wiley & Sons Australia. p.6587. 

Bans-Akutey, A. and Tiimub, B.M., 2021. Triangulation in research. Academia 

Letters, 2, pp.1-6. 

Barrow, J. and Kandahar, P., 2020. Research ethics. [Online]. Ncbi.nlm.nih.gov. 

Available at: <https://www.ncbi.nlm.nih.gov/books/NBK459281/> [accessed 4 

April 2020]. 

Bartle-Haring, S., Younkin, F. and Day, R., 2012. Family distance regulation and 

school engagement in middle-school-aged children. Family Relations, 61, 

pp.192-206. 

Bell, D., 2013. Investigating teaching and learning support for students with hearing 

impairment at a university in the Western Cape (Doctoral dissertation, 

Stellenbosch University). https://scholar.sun.ac.za/items/dfd0a6b7-70e2-

4459-9eb1-2c0fe1c8407e  

Bertram, C. and Christiansen, I., 2014. An introduction to reading research. In 

Understanding Research. Pretoria: Van Schaik. 

Bertram, C. and Christiansen, I., 2020. An introduction to reading research. In 

Understanding Research. (2nd ed.). Pretoria: Van Schaik. 

Blanton, L.P, Pugach, M.C. and Florian, L., 2011. Preparing general educators to 

improve outcomes for students with disabilities. Washington, DC: American 

Association of Colleges of Teacher Education and National Council for 

Learning Disabilities. 

https://protect.checkpoint.com/v2/___https:/scholar.sun.ac.za/items/dfd0a6b7-70e2-4459-9eb1-2c0fe1c8407e___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmU1MjQ6NGFlMDk2MWUzOGUzOTFmMWRlNGY0ODYxNDVkNWVlNTljNzk1MDMxMzdkZWYxNTA1ZTRlNzNhOTFhOGIyYWRiZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/scholar.sun.ac.za/items/dfd0a6b7-70e2-4459-9eb1-2c0fe1c8407e___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmU1MjQ6NGFlMDk2MWUzOGUzOTFmMWRlNGY0ODYxNDVkNWVlNTljNzk1MDMxMzdkZWYxNTA1ZTRlNzNhOTFhOGIyYWRiZjpwOlQ6Tg


 

185 

Booth, T. and Ainscow, M., 2002. Index for INCLUSION: Developing learning and 

participation in schools. London: Centre for Studies on Inclusive Education. 

Buchner, T. and Proyer, M., 2020. From special to inclusive education policies in 

Austria–developments and implications for schools and teacher 

education. European Journal of Teacher Education, 43(1), pp.83-94. 

Botha, J. and Kourkoutas, E., 2016. A community of practice as an inclusive model 

to support children with social, emotional and behavioural difficulties in school 

contexts. International Journal of Inclusive Education, 20(7), pp.784-799. 

Boyle, C, Scriven, B, Durning, S & Downes, C., 2011. Facilitating the learning of all 

students: the 'professional positive' of inclusive practice in Australian primary 

schools. Support for Learning, 26(2), pp. 72-78. https://doi.org/10.1111/j.1467-

9604.2011.01480.x 

Boyle, C., Topping, K., Jindal-Snape, D. and Norwich, B., 2012. The importance of 

peer-support for teaching staff when including children with special 

educational needs. School Psychology International, 33(2), pp.167-184. 

https://doi.org/10.1177/0143034311415783 

Braun, V. and Clarke, V., 2006. Using thematic analysis in psychology. Qualitative 

Research in Psychology, 3(2), pp.77-101. 

Brković, I., Keresteš, G. and Puklek Levpušcˇek, M., 2014. Trajectories of change 

and relationship between parent-adolescent school-related conflict and 

academic achievement in early adolescence. The Journal of Early 

Adolescence, 34(6), pp.792-815. 

Bronfenbrenner, U., 1976. The experimental ecology of education. Educational 

Researcher, 5(9), pp.5-15. https://doi.org/10.3102/0013189X005009005  

Bronfenbrenner, U., 1979. The ecology of human development: Experiments by 

nature and design. Cambridge: Harvard University Press. 

Bronfenbrenner, U. (1992). Ecological systems theory. In R. Vasta (Ed.), Annals of 

child development. Six theories of child development: Revised formulations 

and current issues (pp. 187–249. London: Jessica Kingsley  

https://protect.checkpoint.com/v2/___https:/doi.org/10.1111/j.1467-9604.2011.01480.x___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjgyOGI6Yjg4MDljZjY5Zjc5OTdlZTIzNDMzNGIxZjIzOTAwN2EwMWY1NDQ3NDg5Y2YwODRhYjQ2ZjA1YWM5NDBlYTk2NDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1111/j.1467-9604.2011.01480.x___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjgyOGI6Yjg4MDljZjY5Zjc5OTdlZTIzNDMzNGIxZjIzOTAwN2EwMWY1NDQ3NDg5Y2YwODRhYjQ2ZjA1YWM5NDBlYTk2NDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1177/0143034311415783___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmFlMTg6YTk3MzY4NWQ5M2I0N2UxODhiMjg1MzM1YjBkNGU4N2Q2YzcxYWI0MzA1NDU3ZTE4ZTBkYzRhOWJlMWMxZDRjZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.3102/0013189X005009005___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjA2NGQ6MDViM2NkOThiN2QzYTIxMzBkMjUyMzMwZDM1NmM2ZmQ4MzZmYWUwZjQzM2JkOWQ4ZTE3YjYwMWMxZTMyYTYxYzpwOlQ6Tg


 

186 

Bronfenbrenner, U., 1994. Ecological models of human development. International 

Encyclopedia of Education, 3(2), pp.37-43. 

Bronfenbrenner, U., 2005. Making human beings human: Bioecological perspectives 

on human development. Thousand Oaks: SAGE. 

Buchner, T. and Proyer, M., 2019. From special to inclusive education policies in 

Austria-developments and implications for schools and teacher education. 

European Journal of Teacher Education, 43(1), pp.83-94 

https://doi.org/10.1080/02619768.2019.1691992   

Burke, M. M., 2013. Improving parental involvement: Training special education 

advocates. Journal of Disability Policy Studies, 23(4), pp.225-234.  

https://di.org/10.1177/1044207311424910  

Carr, D., 2003. ‘Moral educational implications of rival conceptions of education and 

the role of the teacher. Journal of Moral Education, 32(3), pp. 219–232. doi: 

10.1080/0305724032000136653 

Campbell, S., Greenwood, M., Prior, S., Shearer, T., Walkem, K., Young, S., 

Bywaters, D. and Walker, K., 2020. Purposive sampling: complex or simple? 

Research case examples. Journal of research in Nursing, 25(8), pp.652-661. 

Chitiyo, M. (2013). A pedagogical approach to special education in Africa. New York: 

Nova Science. 

Cloete, R., 2022. The skills portal [Online]. Available at 

https://www.skillsportal.co.za/content/nzimande-says-nsfas-not-grant 

[Accessed 15 February 2020]. 

Cobb, P. (1995). Continuing the conversation: A response to Smith. Educational 

Researcher, 24(6), 25-27. 

Cocks, E. and Thoresen, S., 2013. Barriers and facilitators affecting course 

completions by apprentices and trainees with disabilities. NCVER. [Online]. 

Available at https://www.ncsehe.edu.au/publications/barriers-affecting-course-

completions-by-apprentices-with disabilities/ [Accessed 01 June 2021]  

https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/02619768.2019.1691992___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjFjZTA6YWI2ZmQ1ZGIzMjA2ZTZhOWEyYzIxODM1MWEzMmVmM2E4ZDgzMzAzY2ZhM2RjYTYzNTZmODQ3Nzc2OWMyMzMyZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/di.org/10.1177/1044207311424910___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmE3Mzk6ODhiZmUyZWI2N2E5NDkzMDhkMTY2MjRlZTE5ZTU4MmRlMTA1YjJhMWVkOGNiOGNjOTgzOTE1MzdmYWExYWRlODpwOlQ6Tg
doi:%2010.1080/0305724032000136653
doi:%2010.1080/0305724032000136653
https://protect.checkpoint.com/v2/___https:/www.skillsportal.co.za/content/nzimande-says-nsfas-not-grant___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjAxZGE6ZDRlYmNmMzExZjI0YTg5ZTc0Y2QyM2QwNjczMTAxNDkzNGU0Y2UxNzc1MjMyOGQyMDJmNjFjYzY2YzZjMGZiNzpwOlQ6Tg


 

187 

Cohen, L. and Manion, L., 1994. Research methods in education (4th ed.). Guilford: 

Biddles. 

Cohen, L. Manion, L; Morrison K. (2018). Research methods in education. (8th ed.). 

London/New York: Routledge  

Colley, M., 2021. Specific learning difficulties (including dyslexia or dyspraxia). 

Available at: https://www.kirkleeslocaloffer.org.uk/information-and-advice/a-z-

of-specific-conditions/specific-learning-difficulties-including-dyslexia-and-

dyspraxia/ [Accessed 26 May 2024].  

Cornelius-White, J., 2007. Learner-centered teacher-student relationships are 

effective: A meta-analysis. Review of Educational Research, 77(1), pp.113–

143. https://doi.org/10.3102/003465430298563  

Costa, M. and Faria, L., 2017. Parenting and parental involvement in secondary 

school: Focus groups with adolescents’ parents. Paidéia (Ribeirão Preto), 

27 (67), pp.28-36. doi:10.1590/1982-43272767201704 

Creswell, J.W., 1994. Research design: Qualitative and quantitative approaches. 

London: SAGE. 

Creswell, J.W., 2012. Educational research. Planning, conducting and evaluating 

quantitative and qualitative research. (2nd ed.). Boston: Pearson Education. 

Creswell, J.W., 2013. Steps in conducting a scholarly mixed methods study. 

Thousand Oaks: SAGE. 

Creswell, J.W., 2014. Research design: Qualitative, quantitative and mixed methods 

approaches. (4th ed.) Thousand Oaks: SAGE. 

Crotty, M., 1998. Foundations of social research: Meaning and perspective in the 

research process. Routledge. https://doi.org/10.4324/9781003115700  

Crowe, S., Creswell, K., Robertson, A., Huby, G., Avery, A. and Sheikh, A., 2011. 

The case study approach. Medical Research Methodology, 11(100), pp.1471–

2288. 

https://protect.checkpoint.com/v2/___https:/psycnet.apa.org/doi/10.3102/003465430298563___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmFmZGI6ZTNhMjJhYjRhZGZmZDk5NDQ1ZmMwZDI5NTAyYzBjZDNlMDZmODZkMjhiZTI0YzhhZjlkYjRhN2JiN2U3NWY1NDpwOlQ6Tg
doi:10.1590/1982-43272767201704
https://protect.checkpoint.com/v2/___https:/doi.org/10.4324/9781003115700___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmE3MmI6NzM1N2QyMjVlOGUyYTQ2MWUxNGFjOGUxYmRmMDVjYzdlZTc3M2JjY2VlNjdhYjIwZjljYjgzZDk2NGNkMWY2NzpwOlQ6Tg


 

188 

Das, A.K., Kuyini, A.B. and Desai, I.P., 2013. Inclusive education in India: Are the 

teachers prepared?. International Journal of Special Education, 28(1), pp.27-

36. 

Davies, C. and Fisher, M. (2018) ‘Understanding research paradigms’, Journal of the 

Australasian Rehabilitation Nurses Association. Osborne Park, WA, Australia: 

Cambridge Media, 21(3), pp. 21–25. [online] available at www. 

https://search.informit.org/doi/10.3316/informit.160174725752074. [accessed 

6 February 2025] 

Dean, B.A., 2018. The interpretivist and the learner. International Journal of Doctoral 

Studies, 13, p.1. 

Department of Basic Education 2010. Guidelines for inclusive teaching and learning. 

Pretoria: Government Printers. 

Department of Basic Education., 2011. Curriculum and Assessment Policy 

Statement (CAPS)-R-12. Pretoria: Government Printers. 

Department of Basic Education2013 [Online]. Available 

https://www.gov.za/sites/default/files/gcis_document/201409/departmentofbas

iceducationannualreport20122013a.pdf [Accessed 15 October 2023] 

Department of Basic  Education., 2014 White paper on post-school education. 

Pretoria: Government Printers. 

Department of Education, 2001. Education white paper 6: Special needs education: 

Building inclusive education and training system. Pretoria: Government 

Printers. 

Department of Education, 2005. Conceptual and operational guidelines for the 

implementation of inclusive education: Full services schools. Pretoria: 

Government Printers. 

Department of Education., 2008. National strategy on screening, identification, 

assessment and support: Schoolpack. Pretoria: Government Printers. 

https://www.gov.za/sites/default/files/gcis_document/201409/sias-revised-final-

comment.pdf  

https://protect.checkpoint.com/v2/___https:/www.gov.za/sites/default/files/gcis_document/201409/departmentofbasiceducationannualreport20122013a.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjZjZjc6MjJhYjVjMjc0NjllMDJmNjg1ZTdlZWVhMDM2MGU3YzcwNGFiMmYzMjI1ZDRmMWZkZmI2YTY5NzRmOGZkYzM3ZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.gov.za/sites/default/files/gcis_document/201409/departmentofbasiceducationannualreport20122013a.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjZjZjc6MjJhYjVjMjc0NjllMDJmNjg1ZTdlZWVhMDM2MGU3YzcwNGFiMmYzMjI1ZDRmMWZkZmI2YTY5NzRmOGZkYzM3ZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.gov.za/sites/default/files/gcis_document/201409/sias-revised-final-comment.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQ1NWI6MzdkNGZmNTRhZDE0MmQ0MGMyNDllZTUxMjU1YzFhODBlZmMzODI1NDIyM2JkMjcyZDU5NjVlOWI3MTlkYjg2MDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.gov.za/sites/default/files/gcis_document/201409/sias-revised-final-comment.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQ1NWI6MzdkNGZmNTRhZDE0MmQ0MGMyNDllZTUxMjU1YzFhODBlZmMzODI1NDIyM2JkMjcyZDU5NjVlOWI3MTlkYjg2MDpwOlQ6Tg


 

189 

Department of Higher Education and Training, 2012. Annual report 2012-2013 

[Online]. Available at https://www.dhet.gov.za [Accessed 15 January 2023]. 

Department of Higher Education and Training 2013., White paper on post-school 

education. Pretoria: Government Printers. 

Department of Higher Education and Training 2014 National strategy on screening, 

identification, assessment and support [Online]. Available at 

https://www.gov.za/sites/default/files/gcis_document/201409/sias-revised-

final-comment.pdf   

Department of Higher Education and Training, 2018. Strategic policy framework on 

disability for the post-school education and training system. [Online]. Available 

at: 

http://www.dhet.gov.za/SiteAssets/Gazettes/Approved%20Strategic%20Disab

ility%20Policy%20Framework%20Layout220518.pdf. [Accessed 02 April 

2020]. 

Department of Higher Education and Training, 2020. Technical and vocational 

education and training colleges’ student support services annual plan [Online]. 

Available at 

https://www.dhet.gov.za/SiteAssets/Technical%20and%20Vocational%20Edu

cation%20and%20Training%20Colleges%202020%20Student%20Support%2

0Services%20Annual%20Plan.pdf [Accessed 11 February 2020]. 

Department of Social Development, 2016. White paper on the rights of persons with 

disabilities. Pretoria: Government Printers. 

Donahue, D. and Bornman, J., 2014. The challenges of realising inclusive education 

in South Africa. South African Journal of Education, 34(2), pp.1–14. 

https://doi.org/10.15700/201412071114  

Donohue, D.K. and Bornman, J., 2015. South African teachers’ attitudes toward the 

inclusion of learners with different abilities in mainstream 

classrooms. International Journal of Disability, Development and 

Education, 62(1), pp.42-59 

https://protect.checkpoint.com/v2/___https:/www.dhet.gov.za___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjVkMmI6OGZiZWU0NWRlNTA1YjNhZGU2YmRkZjg5Y2ZkYWM4NWNhMGNmZDg2NjYyMTllN2UyYTFlYWZlNjlhMzc0MDhhYzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.gov.za/sites/default/files/gcis_document/201409/sias-revised-final-comment.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQ1NWI6MzdkNGZmNTRhZDE0MmQ0MGMyNDllZTUxMjU1YzFhODBlZmMzODI1NDIyM2JkMjcyZDU5NjVlOWI3MTlkYjg2MDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.gov.za/sites/default/files/gcis_document/201409/sias-revised-final-comment.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQ1NWI6MzdkNGZmNTRhZDE0MmQ0MGMyNDllZTUxMjU1YzFhODBlZmMzODI1NDIyM2JkMjcyZDU5NjVlOWI3MTlkYjg2MDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.dhet.gov.za/SiteAssets/Technical%20and%20Vocational%20Education%20and%20Training%20Colleges%202020%20Student%20Support%20Services%20Annual%20Plan.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQzMmQ6OGFlNTVmNDBhYzBlMDFjZjllM2UyMDRlMWUyNTYxZDcyMGI4NjkzZGVmNmNiZTM3ZmFkZTJhOWIxNWM2ODNiODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.dhet.gov.za/SiteAssets/Technical%20and%20Vocational%20Education%20and%20Training%20Colleges%202020%20Student%20Support%20Services%20Annual%20Plan.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQzMmQ6OGFlNTVmNDBhYzBlMDFjZjllM2UyMDRlMWUyNTYxZDcyMGI4NjkzZGVmNmNiZTM3ZmFkZTJhOWIxNWM2ODNiODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.dhet.gov.za/SiteAssets/Technical%20and%20Vocational%20Education%20and%20Training%20Colleges%202020%20Student%20Support%20Services%20Annual%20Plan.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQzMmQ6OGFlNTVmNDBhYzBlMDFjZjllM2UyMDRlMWUyNTYxZDcyMGI4NjkzZGVmNmNiZTM3ZmFkZTJhOWIxNWM2ODNiODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.15700/201412071114___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojk3ZDk6ZGIxZjQ2YzQ1MDgwZTVkMjEyN2IxMzhmMzk0NDIwNjQzZWU3MjZjOThkNzUwNmQ5MTFlYzVlMTk4NGQ0YzgyNzpwOlQ6Tg


 

190 

Donnelly, V. & Watkins, A., 2011. Teacher education for inclusion in Europe. 

Prospects, 41(3), pp.341353. 

Dukmak, S.J., 2013. Regular classroom teachers' attitudes towards including 

students with disabilities in the regular classroom in the United Arab 

Emirates. The Journal of Human Resource and Adult Learning, 9(1), p.26. 

Eagly, A.H. and Chaiken, S., 1993. The psychology of attitudes. Harcourt: Brace 

Jovanovich College Publishers. 

Ebuenyi, I.D., Syurina, E.V., Bunders, J.F.G. and Regeer, B.J., 2018. Barriers to and 

facilitators of employment for people with psychiatric disabilities in Africa: a 

scoping review. Global health action, 11(1), p.1463658. 

Ebuenyi, I.D., Rottenburg, E.S., Bunders-Aelen, J.F. and Regeer, B.J., 2020. 

Challenges of inclusion: a qualitative study exploring barriers and pathways to 

inclusion of persons with mental disabilities in technical and vocational 

education and training programmes in East Africa. Disability and 

Rehabilitation, 42(4), pp.536-544. 

El-Haggar, N., Amouri, L., Alsumayt, A., Alghamedy, F.H. and Aljameel, S.S., 2023. 

The effectiveness and privacy preservation of IoT on ubiquitous learning: 

Modern learning paradigm to enhance higher education. Applied 

Sciences, 13(15), p.9003. 

Elo, S. and Kyngäs, H., 2008. The qualitative content analysis process. Journal of 

advanced nursing, 62(1), pp.107-115. [Online]. Available at: 

http://europepmc.org/article/MED/18352969 [Accessed 7 June 2020]. 

Emerson, E. and Heslop, P., 2010. A working definition of learning 

disabilities. Durham: Improving Health & Lives: Learning Disabilities 

Observatory. [Online]. Available at: 

https://www.researchgate.net/profile/Eric_Emerson/publication/265306674_A

_working_definition_of_Learning_Disabilities/links/5428856f0cf26120b7b5692

b.pdf  [Accessed 01 June 2020].  

https://protect.checkpoint.com/v2/___http:/europepmc.org/article/MED/18352969___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmM0NDg6NDZjZGJkMDFkNTg3MjY1NTAzNTBjZTE2OTAyYzgzOWIyYzQzZTIxMDBjYmUxN2ZjMThlYzUwNjU2MmMyNWQ3ZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/profile/Eric_Emerson/publication/265306674_A_working_definition_of_Learning_Disabilities/links/5428856f0cf26120b7b5692b.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjdiNjU6NjBiOTZkNzljYzBlYzMzYzk0NDQ1MzZiNWNjZDRjNjhkYmJmMGE1MjlkMzNmY2VlOWE2MzQxMTc1ZGE4MTA0YjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/profile/Eric_Emerson/publication/265306674_A_working_definition_of_Learning_Disabilities/links/5428856f0cf26120b7b5692b.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjdiNjU6NjBiOTZkNzljYzBlYzMzYzk0NDQ1MzZiNWNjZDRjNjhkYmJmMGE1MjlkMzNmY2VlOWE2MzQxMTc1ZGE4MTA0YjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/profile/Eric_Emerson/publication/265306674_A_working_definition_of_Learning_Disabilities/links/5428856f0cf26120b7b5692b.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjdiNjU6NjBiOTZkNzljYzBlYzMzYzk0NDQ1MzZiNWNjZDRjNjhkYmJmMGE1MjlkMzNmY2VlOWE2MzQxMTc1ZGE4MTA0YjpwOlQ6Tg


 

191 

Engelbrecht, P., Howell, C., Bassett, D. (2002). Educational Reform and the delivery 

of transition services in South Africa: Vision, reform, and change. Career 

Development for Exceptional Individuals, 25(1): 59-72. 

Engelbrecht, P., 2006. The implementation of inclusive education in South Africa 

after ten years of democracy. European Journal of Psychology of 

Education, 21, pp.253-264. [Online]. Available at: 

https://www.researchgate.net/publication/233902360_The_implementation_of

_inclusive_education_in_South_Africa_Reflections_arising_from_a_workshop

_for_teachers_and_therapists_to_introduce_Universal_Design_for_Learning 

[Accessed 15 December 2021] 

Eryilmaz, Ö. (2022). Are dissertations trustworthy enough? The case of Turkish ph. 

d. dissertations on social studies education. Participatory Educational 

Research, 9(3), 344- 361.  

European Agency for Development in Special Needs Education., 2011. Teacher 

education for inclusion across Europe: A synthesis of policy and practice in 25 

countries. Odense, Denmark: European Agency for Development in Special 

Needs Education [Online]. Available at: https://www.european-agency.org/ 

[Accessed 10 July 2020]. 

Feagin, J.R., Orum, A.M. and Sjoberg, G. (Eds.), 2016. A case for the case study. 

Chapel Hill: UNC Press Books. 

Ferguson, K.T., Cassells, R.C., MacAllister, J.W. and Evans, G.W., 2013. The 

physical environment and child development: An international 

review. International Journal of Psychology, 48(4), pp.437-468. 

https://www.tandfonline.com/doi/abs/10.1080/00207594.2013.704190  

Fernández-Batanero, J. M., Montenegro-Rueda, M., & Fernández-Cerero, J. (2022). 

Access and Participation of Students with Disabilities: The Challenge for 

Higher Education. International Journal of Environmental Research and Public 

Health, 19(19), 11918. https://doi.org/10.3390/ijerph191911918 

https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/233902360_The_implementation_of_inclusive_education_in_South_Africa_Reflections_arising_from_a_workshop_for_teachers_and_therapists_to_introduce_Universal_Design_for_Learning___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjMxZjg6MWRkMzhiYmU4NjdlZGU0ZmU1ZGIyOTc4NmE0YjZhMWExODc0ZTc1NDI4M2VhODMxZWQ0MjRkN2ZjZmZmYWQzYzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/233902360_The_implementation_of_inclusive_education_in_South_Africa_Reflections_arising_from_a_workshop_for_teachers_and_therapists_to_introduce_Universal_Design_for_Learning___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjMxZjg6MWRkMzhiYmU4NjdlZGU0ZmU1ZGIyOTc4NmE0YjZhMWExODc0ZTc1NDI4M2VhODMxZWQ0MjRkN2ZjZmZmYWQzYzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/233902360_The_implementation_of_inclusive_education_in_South_Africa_Reflections_arising_from_a_workshop_for_teachers_and_therapists_to_introduce_Universal_Design_for_Learning___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjMxZjg6MWRkMzhiYmU4NjdlZGU0ZmU1ZGIyOTc4NmE0YjZhMWExODc0ZTc1NDI4M2VhODMxZWQ0MjRkN2ZjZmZmYWQzYzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.european-agency.org/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojc2NGE6MzJmNDRlNmViYTdhZmM2YmRmZDcxMzQxZmFmMjM3MzAwODVhOThjMjA0NzM2M2ZiZDYyYWQ5OGFiMjQ1YTU1YjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.tandfonline.com/doi/abs/10.1080/00207594.2013.804190___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjA1OGY6NDk1MWE1NmQ3NWIyYjhmZGQ3YWNiM2Q2ZTg1MDczZDg1NGM0NWY1NGU3ZmQ1NTUyMDdjYTQ5MmY1MDMyY2ZhYjpwOlQ6Tg


 

192 

Fernandez, E.L.A., Rutka, L.J., and Aldersey, H.M., 2017. Exploring disability policy 

in Africa: An online search for national disability policies and UNCRPD 

ratification. Review of Disability Studies: An International Journal, 13(1). 

Finn, J., 1999. An exploration of helping processes in an Online self-help group 

focusing on issues of disability. Health & Social Work, 24(3), pp.220–231. 

https://doi.org/10.1093/hsw/24.3.220 

Fish, W.W., 2008. The IEP meeting: Perceptions of parents of students who receive 

special education services. Preventing School Failure: Alternative Education 

for Children and Youth, 53(1), pp.8-14. https://doi.org/10.3200/PSFL.53.1.8-

14 

Florian, L., 2007. Reimagining special education. The SAGE handbook of special 

education, pp.7-20. [Online]. Available at: 

https://www.research.ed.ac.uk/en/publications/reimagining-special-education-

the-sage-handbook-of-special-education [Accessed 27 August 2020]. 

Florian, L., 2009. Preparing teachers to work in ‘schools for all’. Teaching and 

Teacher Education (introduction to special issue on teacher education for 

inclusive education), pp.25(4), pp.553554. DOI:10.1016/j.tate.2009.02.004. 

Florian, L., 2012. Preparing teachers to work in diverse classrooms: key lessons for 

the professional development of teacher educators from Scotland’s inclusive 

practice project. Journal of Teacher Education, 63(4), pp.275285. 

DOI:10.1177/0022487112447112. 

Florian, L., 2015. Conceptualising Inclusive pedagogy: the inclusive pedagogical 

approach in action. In Deppeler, J., Loreman, T., Florian, L., Smith, R. and 

Forlin C. (Eds.). Inclusive Pedagogy Across the Curriculum. International 

Perspectives on Inclusive Education, 7. Leeds: Emerald. Pp.11-24. 

https://doi.org/10.1108/S1479-363620150000007001   

Florian, L. & Linklater, H., 2010. Preparing teachers for inclusive education: using 

inclusive pedagogy to enhance teaching and learning for all. Cambridge 

Journal of Education, 40(4), pp.369386. 

https://protect.checkpoint.com/v2/___https:/doi.org/10.1093/hsw/24.3.220___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjdiNDM6NmQyZjU4MDBhMjRiOTNmNDk3N2ZjNjczZmZkMmIzN2E3ZWRlMTVlYTQ5NjBhYzQ5YThiOTJkM2EzZDIxN2Q2MzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.3200/PSFL.53.1.8-14___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjExMzY6OGVkZjFjMzdkMzMyMTkxN2Q2YTEzZWVlM2Y5ZDk0NDc1MTcwM2RlY2JmYjQ5ZWYyYzM0OTMwZDliMzFhOTI3NDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.3200/PSFL.53.1.8-14___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjExMzY6OGVkZjFjMzdkMzMyMTkxN2Q2YTEzZWVlM2Y5ZDk0NDc1MTcwM2RlY2JmYjQ5ZWYyYzM0OTMwZDliMzFhOTI3NDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.research.ed.ac.uk/en/publications/reimagining-special-education-the-sage-handbook-of-special-education___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjRmZGM6NWM2ODE5Yzk3NDIwNGNkMGZlOTRhYTkzNzVlNzFjMGEzMTEzZTc1NGRmYzdlZTA0ODhmMGM1NGUwYTFlZDZjZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.research.ed.ac.uk/en/publications/reimagining-special-education-the-sage-handbook-of-special-education___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjRmZGM6NWM2ODE5Yzk3NDIwNGNkMGZlOTRhYTkzNzVlNzFjMGEzMTEzZTc1NGRmYzdlZTA0ODhmMGM1NGUwYTFlZDZjZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1016/j.tate.2009.02.004___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjQ3MGU6MjA0ODBhMGU0NDhjYjVhMTYxNzliNmQ4YjM5YWFiNzIwMzc5ZDczMGY4OGY4YmJjZTNiMTJiOThkNjExZjkzNTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1177/0022487112447112___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmJlNTI6MWNjMWM0ZDNlNmI2YWZkYTBkOTk4YTRkNmVjMmE4OGNjOWM3MDVjNGQ1NzQxOGE3ODU3MTkwYWE3NTFjNjNmYjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1108/S1479-363620150000007001___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjNiNzU6OGVkYzM2MDJlNjVmYWFlMzc2YWQ0OGRkYmNhYjFkY2M2MGMwNDI5MDM2OTBjNWU3MWU2MzdmNjNjZjMzM2JiNDpwOlQ6Tg


 

193 

Florian, L. & Spratt, J., 2013. Enacting inclusion: a framework for interrogating 

inclusive practice. European Journal of Special Needs Education, 28(2), 

pp.119135. 

Francisco, M.P.B., Hartman, M. and Wang, Y., 2020. Inclusion and special 

education. Education Sciences, 10(9), p.238. 

Frankel, E.B., Gold, S. and Ajodhia-Andrews, A., 2010. International preschool 

inclusion: Bridging the gap between vision and practices. Young Exceptional 

Children, 13(5), pp.2-16. 

Frost, D., 2012. From professional development to system change: teacher 

leadership and innovation. Professional Development in Education, 38, 

205227. https://doi.org/10.1080/19415257.2012.657861 

Gay, L.R., Mills, G.E. and Airasian, P., 2011. Educational research: competencies for 

analysis and applications. (10th ed.). Boston: Pearson.  

Genzuk, M. (2003). A synthesis of ethnographic research. Occasional Papers 

Series. Center for Multilingual, Multicultural Research (Eds.). Los Angeles: 

Center for Multilingual, Multicultural Research, Rossier School of Education, 

University of Southern California. pp.1-10. 

Gesell, A. & Amatruda, C.S., 1947. Developmental diagnosis. New York: Hoeber. 

Glesne, C., 2006. Becoming qualitative researchers: An introduction. Boston: 

Pearson Education. 

Gredler, M. E. (1997). Learning and instruction: Theory into practice (3rd ed). Upper 

Saddle River, NJ: Prentice-Hall. 

Grix, J., 2004. The foundations of research. New York: Palgrave Macmillan. 

Gul, R., Tahir, I.U. and Batool, T., 2021. Impact of teachers workload on their time 

management skills at university level. Indian Journal of Economics and 

Business, 20(3), pp.819-829. 

Gunawan, J., 2015. Ensuring trustworthiness in qualitative research. Belitung 

Nursing Journal, 1(1), pp.10-11. 

https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/19415257.2012.657861___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjE4M2Q6MWEzYTZjZGM1NzZmZDhlNjcwYTc4N2FmZWFmYzY5YjMyMzA2ZjViNGE5Y2VlOTg3YjBkY2IxMjc2NTVhNWExNzpwOlQ6Tg


 

194 

Guptar ,V.,and Yadav,J. A Study On Learning Disabilities Among Primary School 

Students [online] available 

at:https://www.afjbs.com/uploads/paper/99cca11ed7a07dd37fe9b9c7d79188f

7.pdf [ accessed 06 February 2025] 

Guskey, T.A., 2013. Defining student achievement. In International guide to student 

achievement. New York: Routledge. pp. 3-6. 

Guy-Evans, O., 2020. Bronfenbrenner's ecological systems theory. Simply 

Psychology. [Online]. Available 

https://www.simplypsychology.org/bronfenbrenner.html [Accessed 16 July 

2022]. 

Hathaway, R.S., 1995. Assumptions underlying quantitative and qualitative research: 

Implications for institutional research. Research in Higher Education, 36, 

pp.535-562. https://doi.org/10.1007/BF02208830 

Hattie, J., 2009. Visible learning: a synthesis of over 800 meta-analyses relating to 

achievement. London: Routledge. 

Hattie, J. Visible Learning. A Synthesis of over 800 Meta-Analyses Relating to 

Achievement; Routledge: London, UK, 2012. 

 

Haq, Z.U., Rasheed, R., Rashid, A. and Akhter, S., 2023. Criteria for assessing and 

ensuring the trustworthiness in qualitative research. International Journal of 

Business Reflections, 4(2). 

Heale, R. and Twycross, A., 2018. What is a case study?. Evidence-based 

nursing, 21(1), pp.7-8. 

Heiman, T. and Precel, K., 2003. Students with learning disabilities in higher 

education: Academic strategies profile. Journal of Learning Disabilities, 36(3), 

pp.248-258. 

Hein, G.E., 1991. The museum and the needs of people. A paper presented at the 

International Conference for Committee of Museum Educators in Jerusalem, 

Israel, October 15-22 1991, at Lesley College. Massachusetts USA. [Online]. 

https://protect.checkpoint.com/v2/___https:/www.simplypsychology.org/bronfenbrenner.html___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjAyNjU6N2E0MDI4NmRkMmEyMDNkMmM5MmI3OWQ5MWRkODgwNmQ0MDk3NzJlOGY5YmRkM2QxYTk2YTdhMTUzNGMyZDlhYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1007/BF02208830___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQzZTM6OTQ1MDE4NWFiMTllZDFjNTk4Yjc0NWNmYWFlNWFkYzA3N2M1NzRiMGE3NjgwYzJjODJlOWU0ODQ2NDEyOTZjNTpwOlQ6Tg


 

195 

Available at: https://www.exploratorium.edu/education/ifi/constructivist-

learning [Accessed 1 June 2024]. 

Hodgson, T.F. and Khumalo, S., 2016. Too many children left behind: Exclusion in 

the South African inclusive education system. With a focus on the 

Umkhanyakude District, KwaZulu-Natal. [Online]. Available at: 

https://section27.org.za/2016/08/too-many-children-left-behind-exclusion-in-

the-south-african-inclusive-education-system/ [Accessed 9 June 2024]. 

Hofmeyr, J. and Vally, Z., 2022. Towards the professionalisation of TVET lecturers. 

Johannesburg: JET Education Services. 

Hornby, G., 2010. Preparing teachers to work with parents and families of learners 

with SEN in inclusive schools. In Forlin, C. (Ed.), Teacher Education for 

Inclusion: Changing Paradigms and Innovative Approaches. London: 

Routledge. pp.93101. 

Hove, N. & Phasha, N.T., 2024, ‘Support services for learners with learning 

disabilities in mainstream classrooms using capability theory’, South African 

Journal of Childhood Education 14(1), a1418.   

Human Resources Development Council of South Africa, 2014. Strengthening and 

supporting TVET colleges for expanded access and increased programme 

quality – a synthesis report of the TVET colleges project. [Online]. Available 

at: https://hrdcsa.org.za/wp-content/uploads/2017/12/TVET-SYNTHESIS-

REPORT_Draft-Final-Report-15-August.pdf [Accessed 17 May 2021]. 

Inhelder, B., Sinclair, H. and Bovet, M., 1974. Learning and the development of 

cognition, [Trans S. Wedgwood]. Psychology Revivals. 

International Labour Office (ILO) (2007). Strategies for skills acquisition and work for 

people with disabilities in southern Africa: Malawi. Flanders (Belgium): ILO. 

International Labour Organisation, 2003. Japan technical consultation on vocational 

training and employment, [Online]. Available at https://www.ilo.org/meetings-

and-events/ilojapan-technical-consultation-meeting-vocational-training-and-

employment [Accessed 23 April 2021]. 

https://protect.checkpoint.com/v2/___https:/section27.org.za/2016/08/too-many-children-left-behind-exclusion-in-the-south-african-inclusive-education-system/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmRkYzA6NTEzYTg4YzU1ZDQyOTQwYzQ0ZjFjYjA2YTk2NjkxZjI1N2I2OGJhYmIyNWEyMjQ4Yjc1OTlmMzU1Y2RhOWIyMzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/section27.org.za/2016/08/too-many-children-left-behind-exclusion-in-the-south-african-inclusive-education-system/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmRkYzA6NTEzYTg4YzU1ZDQyOTQwYzQ0ZjFjYjA2YTk2NjkxZjI1N2I2OGJhYmIyNWEyMjQ4Yjc1OTlmMzU1Y2RhOWIyMzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/hrdcsa.org.za/wp-content/uploads/2017/12/TVET-SYNTHESIS-REPORT_Draft-Final-Report-15-August.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFlNmY6NzE3ZmZjZDk5OTlmMzk0NWMyNDQyMDZhYjhmODdlOWYwNGE2NzViODhlMzM3NjU2YmFkODljYzYzZDFhMTc2YTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/hrdcsa.org.za/wp-content/uploads/2017/12/TVET-SYNTHESIS-REPORT_Draft-Final-Report-15-August.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFlNmY6NzE3ZmZjZDk5OTlmMzk0NWMyNDQyMDZhYjhmODdlOWYwNGE2NzViODhlMzM3NjU2YmFkODljYzYzZDFhMTc2YTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.ilo.org/meetings-and-events/ilojapan-technical-consultation-meeting-vocational-training-and-employment___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjdiNDU6ZTg4YmNlNGVlOTMyNWMxMjRlZDRjOTk4YjgwOWJmYjBhNmE0YTI3YmEyNzM4YzNhZDFhOTBhNmQwMTljNzRhMjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.ilo.org/meetings-and-events/ilojapan-technical-consultation-meeting-vocational-training-and-employment___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjdiNDU6ZTg4YmNlNGVlOTMyNWMxMjRlZDRjOTk4YjgwOWJmYjBhNmE0YTI3YmEyNzM4YzNhZDFhOTBhNmQwMTljNzRhMjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.ilo.org/meetings-and-events/ilojapan-technical-consultation-meeting-vocational-training-and-employment___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjdiNDU6ZTg4YmNlNGVlOTMyNWMxMjRlZDRjOTk4YjgwOWJmYjBhNmE0YTI3YmEyNzM4YzNhZDFhOTBhNmQwMTljNzRhMjpwOlQ6Tg


 

196 

International Labour Organisation, 2017. Making TVET and skills systems inclusive 

of persons with disabilities [Online]. Available at 

https://www.ilo.org/publications/making-tvet-and-skills-systems-inclusive-

persons-disabilities [Accessed 20 April 2020]. 

Intriago, K.E.C., Rodríguez, L.M.A. and Cevallos, L.A.T., 2021. Specific learning 

difficulty: autism, dyscalculia, dyslexia and dysgraphia. International Research 

Journal of Engineering, IT and Scientific Research, 7(3), pp.97-106. 

Izzo, M.V., 2012. Universal design for learning: Enhancing achievement of students 

with disabilities. Procedia Computer Science, 14, pp.343-350. 

Jackson, P. and Klobas, J., 2008. Building knowledge in projects: A practical 

application of social constructivism to information systems 

development. International Journal of Project Management, 26(4), pp.329-

337. 

James, A, 2023. Report calls for professional standards for TVET lecturer [Online]. 

Available at http://www.universityworldnews.com [Accessed 20 November 

2023]. 

Jansen, J., 2001. Rethinking education policy making in South Africa: Symbols of 

change, signals of conflict. In A. Kraak & M. Young (Eds.), Education in 

Retrospect: Policy and Implementation 1990–2000. Pretoria: HSRC Press. 

pp. 40–57. 

Jenson, K., 2018. A Global Perspective on Teacher Attitudes towards Inclusion: 

Literature Review. Online Submission.  

Johnson, R.B. and Christensen, L.B., 2014. Educational research: quantitative, 

qualitative, and mixed approaches. Thousand Oaks: SAGE. 

Kaderavek, J., 2011. Language disorders in children: Fundamental concepts of 

assessment and intervention. London: Thistle Hill. 

Kalabula, M. D., 2000. Inclusive education in Africa: A myth or reality? A Zambian 

case study. Paper presented at the International Special Education Congress 

https://protect.checkpoint.com/v2/___https:/www.ilo.org/publications/making-tvet-and-skills-systems-inclusive-persons-disabilities___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjAwNTU6Nzg0NmZlNzg0MzJlNjUzMTlhYTM3Yjg0Mjk2MTNiOWVhNDQ0ZDU0YmY2YjI4YzE3ZTIzMDYzMTI0ZDFhNmY4NzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.ilo.org/publications/making-tvet-and-skills-systems-inclusive-persons-disabilities___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjAwNTU6Nzg0NmZlNzg0MzJlNjUzMTlhYTM3Yjg0Mjk2MTNiOWVhNDQ0ZDU0YmY2YjI4YzE3ZTIzMDYzMTI0ZDFhNmY4NzpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/www.universityworldnews.com___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmI3ZTg6ZTQ1MDgzZDRiNzQ3YzFlY2UzNTU0MzZkMWFlMzI4YTBhMmRkZjMxMTRmMmNiNDhhOGQ4MjA0ZmY2ZDgwMmRhYjpwOlQ6Tg


 

197 

2000, Including the Included. University of Manchester, England [Online]. 

Available at https://v-des-dev-com [Accessed 3 March 2020]. 

Kalyanpur, M., 2016. Inclusive education policies and practices in the context of 

international development. Lessons from Cambodia. ZEP: Zeitschrift für 

internationale Bildungsforschung und Entwicklungspädagogik, 39(3), pp.16-

21.[Online]. Available at 

https://www.waxmann.com/index.php?eID=download&id_artikel=ART102019

&uid=frei [Accessed 10 April 2020]. 

Kaplan, R.M., 2000. Two pathways to prevention. American Psychologist, 55(4), 

p.382. 

Karagianni, E. and Drigas, A., 2023. Using New Technologies and Mobiles for 

Students with Disabilities to Build a Sustainable Inclusive Learning and 

Development Ecosystem. International Journal of Interactive Mobile 

Technologies, 17(1). 

Katsui,. 2012. Disabilities, human rights and international cooperation: Human rights-

based approach and lived experiences of Uganda women with disabilities. 

[Online]. Available at : 

https://researchportal.helsinki.fi/en/publications/disabilities-human-rights-and-

international-cooperation-human-rights [Accessed August 2021]. 

Kenworthy, J. and Whittaker, J., 2000. Anything to declare? The struggle for 

inclusive education and children’s rights. Disability and Society, 15(2), 

pp.219–231. 

Khumalo, Z.P., 2019. Teaching students with visual “disability”: the experiences of 

technical and vocational education and training (TVET. Lecturers). (Doctoral 

dissertation. University of KwaZulu-Natal). 

https://researchspace.ukzn.ac.za/items/620ddbd6-008b-47b6-98cb-

12c4a6339830  

Kim, B., 2001. Social constructivism.. In Orey M. (Ed.), Emerging Perspectives on 

Learning, Teaching and Technology. [Online]. Available at 

http://projects.coe.uga.edu/epltt/ [Accessed 10 January 2024]. 

https://protect.checkpoint.com/v2/___https:/v-des-dev-com___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojc0YTY6ODVlMmM4YzIyMTZiMzU3MWE2NzE3MGQ0ZDNiMTY5OGU1MGYwYzM3YjNiMDAxZDEwZGU4MzlhNzVkNjc0OTViMDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.waxmann.com/index.php?eID=download&id_artikel=ART102019&uid=frei___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjEzNjQ6ODFjYzE2MGIzZWEwZGI0MzhmYjA2NGNhM2I3ZDNjODc5NzQxYWNjOTUwNjEyYzA4YmUyOTNhZDE5YmY1MmZiZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.waxmann.com/index.php?eID=download&id_artikel=ART102019&uid=frei___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjEzNjQ6ODFjYzE2MGIzZWEwZGI0MzhmYjA2NGNhM2I3ZDNjODc5NzQxYWNjOTUwNjEyYzA4YmUyOTNhZDE5YmY1MmZiZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/researchportal.helsinki.fi/en/publications/disabilities-human-rights-and-international-cooperation-human-rights___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjljMjQ6NGI5NTdkYTJmZmZlNTNhNGZiYjVjMDhjMjhiYjY3OGRjY2U1MmRjNDVlNjRjOTIwOGI0YjQ2YjIzNDYxNTA3YzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/researchportal.helsinki.fi/en/publications/disabilities-human-rights-and-international-cooperation-human-rights___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjljMjQ6NGI5NTdkYTJmZmZlNTNhNGZiYjVjMDhjMjhiYjY3OGRjY2U1MmRjNDVlNjRjOTIwOGI0YjQ2YjIzNDYxNTA3YzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/researchspace.ukzn.ac.za/items/620ddbd6-008b-47b6-98cb-12c4a6339830___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmUxNTY6ZmY1OWJmZDY1NjUyYWY2Zjk0ZTc4NDRkNTM1M2Y3YzI4YmY1ZGU5MDNmZDJjMWEzMGJkYWE0YWU2OGNkOTA1ZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/researchspace.ukzn.ac.za/items/620ddbd6-008b-47b6-98cb-12c4a6339830___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmUxNTY6ZmY1OWJmZDY1NjUyYWY2Zjk0ZTc4NDRkNTM1M2Y3YzI4YmY1ZGU5MDNmZDJjMWEzMGJkYWE0YWU2OGNkOTA1ZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/projects.coe.uga.edu/epltt/___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjZmYjc6N2I3ODc4MTAwODkxYzc1MWJmMWZjNWMyYmY4NzJhOGMwOTYwY2M1ZWJlMTc2YWQ0NTdlZTBlNDRiN2ZjZWM1ZjpwOlQ6Tg


 

198 

Kim, C.Y. and Rouse, M., 2011. Reviewing the role of teachers in achieving 

Education for All in Cambodia. Prospects, 41, pp.415-428. 

Kivunja, C. and Kuyini, A.B., 2017. Understanding and applying research paradigms 

in educational contexts. International Journal of Higher Education, 6(5), pp.26-

41. https://doi.org/10.5430/ijhe.v6n5p26   

Konur, O., 2006. Teaching disabled students in higher education. Teaching in higher 

education, 11(3), pp.351-363. 

https://psycnet.apa.org/doi/10.1080/13562510600680871  

Korthagen, F. A. J., 2001. Linking practice and theory: the pedagogy of realistic 

teacher education. Mahwah: Lawrence Erlbaum Associates. 

Kugelmass, J. & Ainscow, M., 2004. Leadership for inclusion: A comparison of 

international practices. Paper presented at the meeting of the American 

Educational Research Association, Chicago, April 2003. [Online]. Available at: 

https://nasenjournals.onlinelibrary.wiley.com/doi/abs/10.1111/j.1471-

3802.2004.00028.x [Accessed 9 June 2024]. 

Kukla, A. (2000). Social constructivism and the philosophy of science. New York: 

Routledge. 

Landsberg E, Kruger D. and Nel, N., 2005. Addressing barriers to learning: A South 

African perspective. Pretoria: Van Schaik. 

Landsberg E., Kruger, D. and & Swart, A., 2011. Addressing barriers to learning: A 

South African perspective. (2nd ed.). Pretoria: Van Schaik. 

Lang, R., Schneider, M., Kett, M., Cole, E. and Groce, N., 2019. Policy development: 

An analysis of disability inclusion in a selection of African Union policies. 

Development Policy Review, 37(2), pp.155-175. 

https://doi.org/10.111/dpr.12323  

Lebona, T.G., 2013. The implementation of inclusive education in primary schools in 

the Lejweleputswa education district. (Master’s thesis - Central University of 

Technology, Free State). http://ir.cut.ac.za/handle/11462/226  

https://protect.checkpoint.com/v2/___https:/doi.org/10.5430/ijhe.v6n5p26___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjgwMjQ6NTVhYjJlMWZmMjEwM2ViY2M3Yjc1YzI0YTAyNjYyNzllYjI0ZGI3YjU0M2M0YmNjZDg2ZjI3MWYyMTU5YjAzZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/psycnet.apa.org/doi/10.1080/13562510600680871___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmJlNjM6MmJhMWY1MTZiYmJjYjE3NWVkMWYzYTRlYjA3NmQyNzFkY2M0MDZmODJmOWNhOWRiOGI5ZGJjNGJiNjA2M2M5YzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/nasenjournals.onlinelibrary.wiley.com/doi/abs/10.1111/j.1471-3802.2004.00028.x___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmRmYjY6N2NiMTY4NWViMDY0ZDgxN2IwMjA1ZjVlNWU0NWUwMDI5MDU5MmEzNTQzOWZjZmE2MjY4NjBjOTk4MzVjOTY1MjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/nasenjournals.onlinelibrary.wiley.com/doi/abs/10.1111/j.1471-3802.2004.00028.x___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmRmYjY6N2NiMTY4NWViMDY0ZDgxN2IwMjA1ZjVlNWU0NWUwMDI5MDU5MmEzNTQzOWZjZmE2MjY4NjBjOTk4MzVjOTY1MjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.111/dpr.12323___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjU1M2Y6MWZkYmNjMDJkMWMwMDliYWUyYjZjYjliYTFjNDk2NWI5ZWJkOGIwM2VlY2QzMGZkYjVmOGZmNmJlMTExZDlmNTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/ir.cut.ac.za/handle/11462/226___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjZiMjg6MDljZmQ1MjEyMGY4ZDVmYmNmODBkMmNkYTZmNDRiNDZmODdhOGNjZmMyZmNlY2E3ODk1Y2E1OTc1ZWJlZDkxMjpwOlQ6Tg


 

199 

Lee, S.H., Wehmeyer, M.L., Soukup, J.H. and Palmer, S.B., 2010. Impact of 

curriculum modifications on access to the general education curriculum for 

students with disabilities. Exceptional Children, 76(2), pp.213-233. [Online]. 

Available at: https://pure.ewha.ac.kr/en/publications/impact-of-curriculum-

modifications-on-access-to-the-general-education [Accessed 15 June 2020]. 

Leicester, M., 2008. Creating an inclusive school. London: Bloomsbury Publishing. 

Lerner, J.W. & John, B., 2012. Learning disabilities and related mild disabilities. 

Characteristics, teaching strategies and new directions. (12th ed.). Wadsworth: 

Cengage Learning. 

Lippard, C.N., La Paro, K.M., Rouse, H.L. and Crosby, D.A., 2018, February. A 

closer look at teacher–child relationships and classroom emotional context in 

preschool. In Child & Youth Care Forum (Vol. 47, pp. 1-21). Springer US. 

Liston, D. P. and Zeichner, K. M., 1990. Reflective teaching and action research in 

preservice teacher education. Journal of Education for Teaching, 16(3), pp. 

235–254. 

Lolwana, P., 2011. Education, employment and economy: How does the relationship 

work in South Africa. Oxford: UKFIET. 

Loreman, T.J., Deppeler, J.M. and Harvey, D.H. 2010, Inclusive education. 

Supporting diversity in the classroom. (2nd ed.). London: Routledge. 

Loreman, T., Deppeler, J.M. and Harvey, DH., 2011. Inclusive education: Supporting 

diversity in the classroom (Revised 2nd ed.). Crow’s Nest: Allen & Unwin. 

Lorenz, S., 2002. First steps to inclusion. London: David Fulton. 

MacArthur, J., Dight, A. and Purdue, K., 2000. “Not so special”: Values and practices 

in early childhood education for children with disabilities. Early Education, 24, 

17–27. 

MacArthur, J., Purdue, K. and Ballard, K., 2003. Competent and confident children? 

Te Whäriki and the inclusion of children with disabilities in early childhood 

education. In Nuttall, J. (Ed.), Weaving Te Whäriki: Aotearoa New Zealand’s 

https://protect.checkpoint.com/v2/___https:/pure.ewha.ac.kr/en/publications/impact-of-curriculum-modifications-on-access-to-the-general-education___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjgxYTE6YzM3OWY5ZTU4NjAzMGQwNWQ5MTNlZDEzZTAzNzhmN2Y5MTlkMDY3ODRhYTFkNDc0MDg3ZTk5NjI3MDM4Mjk0YzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/pure.ewha.ac.kr/en/publications/impact-of-curriculum-modifications-on-access-to-the-general-education___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjgxYTE6YzM3OWY5ZTU4NjAzMGQwNWQ5MTNlZDEzZTAzNzhmN2Y5MTlkMDY3ODRhYTFkNDc0MDg3ZTk5NjI3MDM4Mjk0YzpwOlQ6Tg


 

200 

early childhood curriculum document in theory and practice. Wellington: New 

Zealand Council for Educational Research. pp. 131–160. 

Maher, C., Hadfield, M., Hutchings, M., and de Eyto, A., 2018. Ensuring rigor in 

qualitative data analysis: A design research approach to coding combining 

NVivo with traditional material methods. International Journal of Qualitative 

Methods, 17(1), pp.1–14.  

Makanya, S., 2015. Investigating FET college lecturers' experiences of the inclusion 

of students with learning disabilities in a mainstream classroom (Doctoral 

dissertation). https://ukzn-dspace.ukzn.ac.za/bitstreams/637b536f-0cd3-4879-

a424-bc879d9e9378/download  

Makoelle, T.M., 2013. Inclusive pedagogy in context: A South African perspective. 

Saarbrücken: Lambert Academic Publishing. 

Makoelle, T.M., 2014. Changing teacher beliefs and attitudes towards inclusion in 

South Africa: Lessons from collaborative action research. Journal of Social 

Sciences, 38(2): 125-134. DOI:10.1080/09718923.2014.11893242. 

Makoelle T.M., 2016, November 25. Inclusive education approach in higher 

education: A case of Kazakhstan [Paper presentation]. International 

Conference “Kazakhstan in the Bologna Process: Achievements and 

Prospect,” Astana, Kazakhstan. [Online]. Available at: 

https://www.researchgate.net/publication/312172911_Inclusive_Education_Ap

proach_in_Higher_Education_A_case_of_Kazakhstan [Accessed 9 June 

2024]. 

Malahlela, M.K., 2017. Educators’ perceptions of the implementation of inclusive 

education in Polokwane mainstream secondary schools, Limpopo Province, 

South Africa. (Doctoral thesis. University of South Africa). 

https://uir.unisa.ac.za/handle/10500/24436  

Malle, A.Y., Pirttimaa, R. and Saloviita, T., 2015. Inclusion of students with 

disabilities in formal vocational education programs in Ethiopia. International 

Journal of Special Education, 30(2). 

https://protect.checkpoint.com/v2/___https:/ukzn-dspace.ukzn.ac.za/bitstreams/637b536f-0cd3-4879-a424-bc879d9e9378/download___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjYxODc6Y2JlZGRhZjViOTNmM2Y0Mzg2NzgyZTZmYmU2ZjQ4N2IzNTY5Njc2ZWY4ZmE0M2JiMzE3ZmViYzdkN2YwOGFlYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/ukzn-dspace.ukzn.ac.za/bitstreams/637b536f-0cd3-4879-a424-bc879d9e9378/download___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjYxODc6Y2JlZGRhZjViOTNmM2Y0Mzg2NzgyZTZmYmU2ZjQ4N2IzNTY5Njc2ZWY4ZmE0M2JiMzE3ZmViYzdkN2YwOGFlYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1080/09718923.2014.11893242___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmE5ZjQ6N2EzNGE3OGYxYmUxYmVlZThmNjljNGNjMTA2ODlmYTlkY2M4MjU3NmZjMzViY2VlNmM4YTkxNTliNDlkZTZmODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/312172911_Inclusive_Education_Approach_in_Higher_Education_A_case_of_Kazakhstan___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjRjMDE6YjRmNjNhMGYyZjYwNDc2MGRmZDYxNjMwODU0MmNhY2VmNWMyOTk2NTdlYmRlMTYwMWJhNzBlMDVkNmU4MGJjODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/312172911_Inclusive_Education_Approach_in_Higher_Education_A_case_of_Kazakhstan___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjRjMDE6YjRmNjNhMGYyZjYwNDc2MGRmZDYxNjMwODU0MmNhY2VmNWMyOTk2NTdlYmRlMTYwMWJhNzBlMDVkNmU4MGJjODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/uir.unisa.ac.za/handle/10500/24436___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjZkMzU6MmE5MGMwYzA0YTFiYmFjYWE4N2JhODVhYjc2ZWRiZmI5ZGNhYjFhYmIyMTllYmU0YWJjMjdjMTUzZjQ3NGU0ZDpwOlQ6Tg


 

201 

Mampane, J.T., 2022. Facilitating educational access for children with learning 

disabilities: The implementation of inclusive education in South Africa. 

(Master’s dissertation. University of Cape Town). 

https://open.uct.ac.za/items/90dca43d-223b-42f9-bfba-938d4e77e328  

Matale, J., 2000, July 24–28. Special education needs as an integral part of the 

Botswana education system: A move towards inclusive education in 

Botswana. A paper presented at the International Special Education Congress 

2000, University of Manchester, England. [Online]. Available at: 

https://brill.com/downloadpdf/book/edcoll/9789463008037/BP000006.xml [9 

June 2024]. 

Matshedisho KR 2007. Access to higher education for disabled students in South 

Africa: A contradictory conjuncture of benevolence, rights and social model of 

disability. Disability and Society, 22(7): 685-699. 

Mayat, N. and Amosun, S.L., 2011. Perceptions of academic staff towards 

accommodating students with disabilities in a civil engineering undergraduate 

program in a university in South Africa. Journal of Postsecondary Education 

and Disability, 24(1), pp.53-59. 

Mbuvha, T., 2019. Kinds of support offered by the Disability Unit to students with 

disabilities at Institutions of Higher Learning in South Africa: A case Study of 

the University of Venda. Journal of Student Affairs in Africa, 7(2. [Online]. 

Available at: https://www.ajol.info/index.php/jssa/article/view/195927 

[Accessed 16 May 2021]. 

McHatton, P.A. and McCray, E.D., 2007. Inclination toward inclusion: Perceptions of 

elementary and secondary education teacher candidates. Action in Teacher 

Education, 29(3), pp. 25–32. doi: 10.1080/01626620.2007.10463457 

McKenzie, J., 2021. Intellectual disability in inclusive education in South Africa: 

Curriculum challenges. Journal of Policy and Practice in Intellectual 

Disabilities, 18 (1), pp.53-57. 

https://protect.checkpoint.com/v2/___https:/open.uct.ac.za/items/90dca43d-223b-42f9-bfba-938d4e77e328___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjM3YWU6YTU5NDVjMGZkMWJiMzFlMjA1OTUwZmM3MzFmZjI2NTc2OTk4ZjdkN2U0Yjc0ZmNjZGU4MzY3YjUwMDJiOThkZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/brill.com/downloadpdf/book/edcoll/9789463008037/BP000006.xml%20*5b9___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmU0NTM6ODhjODhiOTRkOGQ1NTFmYmQxY2Q4MWM4ZDIyNWIzZDhlNWIzZTIyMzM5OTJiYTczNmQyYmVlZWUxNmMxYTFkZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.ajol.info/index.php/jssa/article/view/195927___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjMzN2U6ZTM1YjkxMzFiYmZlZWNiZWE3MzFiOTEwOTU0NThmM2JlMWE1YTA3OGNiNWRmNDRiNDU0YmU1ZmM5YTc2MGQ4ZjpwOlQ6Tg
doi:%2010.1080/01626620.2007.10463457


 

202 

McKinney, E.L. and Swartz, L., 2022. Integration into higher education: experiences 

of disabled students in South Africa. Studies in Higher Education, 47(2), 

pp.367-377. https://doi.org/10.1080/03075079.2020.1750581  

McMahon, M., 1997, December. Social constructivism and the world wide web - A 

paradigm for learning. Paper presented at the ASCILITE conference. Perth, 

Australia. [Online]. Available at: 

https://www.researchgate.net/publication/243618245_Social_Constructivism_

and_the_World_Wide_Web-A_Paradigm_for_Learning [Accessed 9 June 

2024]. 

McMillan, J.H. & Schumacher, S., 2010. Research in education. Evidence-based 

inquiry (7th ed.). New York: Pearson. 

Menbere, T. 2007. Vocational rehabilitation and its practices for persons with 

disabilities: The case of two centers in Addis Ababa. (Unpublished Master’s 

thesis. Addis Ababa: Department of Education, Addis Ababa University). 

https://www.semanticscholar.org/paper/Vocational-Rehabilitation-and-Its-

Practices-for-The-Tesfaye/ff46a0e07bb2c3dfcfd9eb54c4738d02091a0e28  

Mercer, C.D. and Pullen, P.C., 2009. Students with learning disabilities, (7th ed.). 

Upper Saddle River: Merrill-Prentice Hall. 

Merriam-Webster, Inc, 1995. Definition: Learning disability. In The Merriam-Webster 

dictionary. Merriam-Webster. 

Merriam, S.B., 2002. Qualitative research in practice: Examples for discussion and 

analysis. San Francisco: Jossey-Bass. 

Merriam, S.B., 2009. Qualitative research: A guide to design and implementation. 

San Francisco: Jossey-Bass. 

McLure, F.I. and Aldridge, J.M., 2022. A systematic literature review of barriers and 

supports: initiating educational change at the system level. School Leadership 

& Management, 42(4), pp.402-431. 

Mihas, P., 2019, May 23. Qualitative data analysis. In Oxford Research 

Encyclopedia of Education.  

https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/03075079.2020.1750581___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjUyMjI6YTU5MmY0YWUzY2I0YWI3ZGQ4OWJiNjgxNTZhZjgzYWViOWRjMDhlZDBmMjE4ZWViMjg4ODI1YjJiM2UwM2FlYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/243618245_Social_Constructivism_and_the_World_Wide_Web-A_Paradigm_for_Learning___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmI1MjQ6ZWQwNDA1ZmI3MTY5MmQ5NjgzMjYwNzJjOWJlMTBiYzQ4ZjdjNWEzYzVkZjk5NjNjZjQ0MWU5NzA2ZTk4MTAxNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/243618245_Social_Constructivism_and_the_World_Wide_Web-A_Paradigm_for_Learning___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmI1MjQ6ZWQwNDA1ZmI3MTY5MmQ5NjgzMjYwNzJjOWJlMTBiYzQ4ZjdjNWEzYzVkZjk5NjNjZjQ0MWU5NzA2ZTk4MTAxNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.semanticscholar.org/paper/Vocational-Rehabilitation-and-Its-Practices-for-The-Tesfaye/ff46a0e07bb2c3dfcfd9eb54c4738d02091a0e28___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjhkNmQ6OTMzYTRhMWQxMzNhNDljMTk1MjEwNWZiYzY1OTlhYmI3ZDYyZDNmZWY3YjI0MmRkNGEwMjgyM2IzZjgwZmE4ZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.semanticscholar.org/paper/Vocational-Rehabilitation-and-Its-Practices-for-The-Tesfaye/ff46a0e07bb2c3dfcfd9eb54c4738d02091a0e28___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjhkNmQ6OTMzYTRhMWQxMzNhNDljMTk1MjEwNWZiYzY1OTlhYmI3ZDYyZDNmZWY3YjI0MmRkNGEwMjgyM2IzZjgwZmE4ZjpwOlQ6Tg


 

203 

Ministry of Education (MoE), Kingdom of Bahrain official website. (n.d.). [online] 

available at https://www.moe.gov.bh/history/Index.aspx [accessed 11 April 

2022]. 

Ministry of Education (1996a). Te whāriki. He whāriki matauranga mō ngā mokopuna 

o Aotearoa: Early childhood curriculum. Wellington: Learning Media. 

Ministry of Education (1998a). Providing positive guidance: Guidelines for early 

childhood education services. Wellington: Ministry of Education. 

Ministerial Office of the Deputy President, 1997. White paper on an integrated 

national disability strategy. [Online]. Available at 

www.polity.org.za/govdocs/whitepapers/disability1.html [Accessed 17 June 

2021]. 

Mirhosseini, SA. (2020). Collecting Data Through Observation. In: Doing Qualitative 

Research in Language Education. Palgrave Macmillan, Cham. 

https://doi.org/10.1007/978-3-030-56492-6_4 

Mishra, P.A., Hota, S. and Khamari, P.R., 2019. Curriculum adaptation in inclusive 

education. Int J Appl Res, 5(8), pp.70-74. 

Mittler, P., 2015. The UN convention on the rights of persons with disabilities: 

Implementing a paradigm shift. Journal of Policy and Practice in Intellectual 

Disabilities, 12(2), pp.79-89. [Online]. Available at 

https://psycnet.apa.org/doi/10.1111/jppi.12118 [Accessed 12 December 

2022]. 

Mkhuma, I.L., Maseko, N.D. and Tlale, L.D.N., 2014. Challenges teachers face in 

identifying learners who experience barriers to learning: Reflection on 

essential support structures. Mediterranean Journal of Social Sciences, 5(27), 

pp.444-451. http://dx.doi.org/10.15700/saje.v43n3a2228  

Morgan, D.L., 2007. Paradigms lost and pragmatism regained: Methodological 

implications of combining qualitative and quantitative methods. Journal of 

Mixed Methods Research, 1(1), pp.48-76. 

https://www.moe.gov.bh/history/Index.aspx
https://protect.checkpoint.com/v2/___http:/www.polity.org.za/govdocs/whitepapers/disability1.html___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjdiZDc6NzI1YzY0NmRlOTI5MDk5MmVjNjczYmI4MTQzOGJmNzkwZTg5MWVkODUyMjYxYWRlYWYxNzQzYWQ3OWFhMWRjYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/psycnet.apa.org/doi/10.1111/jppi.12118___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjM1MDE6YWMyNDdhYmZmNzA1NTU0ZWRlMDdkNzU2MjlmOWUzMTYxYmQxYTExZWMwMzBlN2NmZDBmOWJiOGUxODhiYTQ3OTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.15700/saje.v43n3a2228___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjRjYjQ6ZWQ0YmU1MjUzNjRiYjc5YmJjNTBiOWVhOTIwZWY1MjQ4ZTVkMWVlZmU4OGFkMWRmM2FlYzk4NjFlNDcwM2Y1MjpwOlQ6Tg


 

204 

Mosia, P.A., 2017. Access to higher education for students with disabilities in 

Lesotho.(Unpublished doctoral thesis. Pretoria: University of South Africa). 

https://uir.unisa.ac.za/handle/10500/23282  

Motala, E. and Pampallis, J., 2020. Educational law and policy in post-apartheid 

South Africa. In The State, Education and Equity in Post-Apartheid South 

Africa (pp. 14-31). Routledge. 

Mudau, P.K., 2018. Inclusive assessment practices in vocational education: A case 

of a technical vocational education and training college. The International 

Journal of Diversity in Education, 17(4), p.39. 

Munyaradzi, M. and Addae, D., 2019. Effectiveness of student psychological support 

services at a technical and vocational education and training college in South 

Africa. Community College Journal of Research and Practice, 43(4), pp.262-

274. https://doi.org/10.1080/10668926.2018.1456379 

Mutanga, O., 2015. Experiences of disabled students at two South African 

universities: A capabilities approach (Doctoral dissertation, University of the 

Free State). https://scholar.ufs.ac.za/items/1f24310c-3516-4267-a1be-

b7c284dfbdcb  

Mutanga, O., 2017. Students with disabilities’ experience in South African higher 

education – A synthesis of literature. South African Journal of Higher 

Education, 31(1), pp.135-154. https://doi.org/10.20853/31-1-1596  

Muthukrishna, N. & Schoeman, M., 2000. From ‘special needs’ to ‘quality education 

for all’: A participatory, problem-centered approach to policy development in 

South Africa. International Journal of Inclusive Education, 4(4), pp.315-335. 

https://doi.org/10.1080/13603110050168023  

Muthukrishna, N. and Engelbrecht, P., 2018. Decolonising inclusive education in 

lower income, Southern African educational contexts. South African Journal of 

Education, 38(4), pp.1-11. http://dx.doi.org/10.15700/saje.v38n4a1701  

Muzata, K.K., 2017. Curriculum implementation for learners with special education 

needs: the case of selected inclusive and special schools in Zambia (Doctoral 

https://protect.checkpoint.com/v2/___https:/uir.unisa.ac.za/handle/10500/23282___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjNmODI6YzkyZGE5YTNkYjAzMWZjMzM1MTYxMjc4N2ZhYzAyNmI0OTdhMDIzYzY0M2ZjN2VmODAwY2FmZjdlODc4ZTYyOTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/10668926.2018.1456379___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmUxOTQ6ZGY2Y2M4ZmE1MDgyMmU0OWUxZjgzNmI5ZmRlNjZjODc3MDI5MTZjYmM1NWMwMmRlMjE3YzdlNjY2MzM4NTdlZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/scholar.ufs.ac.za/items/1f24310c-3516-4267-a1be-b7c284dfbdcb___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmM5OWU6YjZmYmY5NjIxODdlNzhkMmJjMTYxZGU3M2E5NmZjNGMyMGJmNzNhY2Q0NzJlNDJiM2E4YTdlMjdmMjAwMmNkODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/scholar.ufs.ac.za/items/1f24310c-3516-4267-a1be-b7c284dfbdcb___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmM5OWU6YjZmYmY5NjIxODdlNzhkMmJjMTYxZGU3M2E5NmZjNGMyMGJmNzNhY2Q0NzJlNDJiM2E4YTdlMjdmMjAwMmNkODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/13603110050168023___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjBmYTc6NWRiOTAxMTA3OGU1MDA4MmY3MGQwNDIwOGQ2Nzc4ODUyNTQ4YjdlMTBmYzYzMTY1N2FhODIwZGIyZmE2M2FmYjpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.15700/saje.v38n4a1701___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjBkOWY6MjlhZDZkYTA4YjA0ZDM2Mzk1MDJhMWQzZTVlNDI2MmMyMzUxMzgzOGI3NTgxNzUxYWZlNjhmYTc3ZjM2MTMxOTpwOlQ6Tg


 

205 

dissertation, PhD Thesis, University of South Africa, http://uir. unisa. ac. 

za/handle/10500/24571). 

Naicker, S., 2006. From policy to practice: A South-African perspective on 

implementing inclusive education policy. International Journal of Whole 

Schooling, 3(1). 

National Research Council, 2012. A framework for K-12 science education: 

Practices, crosscutting concepts, and core ideas. Washington DC: The 

National Academies Press. 

National Research Foundation, 2012. Promoting and supporting research through 

funding, human resource development and the provision of the necessary 

research facilities. [Online]. Available at: https://www.nrf.ac.za/ [Accessed 12 

April 2020]. 

National VET Equity Advisory Council, 2011, Equity blueprint 2011-2016: creating 

futures: achieving potential through VET, NVEAC, [Melbourne]. [Online]. 

Available at. 

https://www.voced.edu.au/search/site/all_corpauthors:%22National%20VET%

20Equity%20Advisory%20Council%20%28Australia%29%20%28NVEAC%29

%22 [Accessed 9 June 2024]. 

Ndlovu, S., 2019. Radical inclusion: Students with disabilities’ professional learning 

in South African higher learning. South African Journal of Higher 

Education, 33(6), pp.233-248. [Online]. Available at 

http://dx.doi.org/10.20853/33-6-2854 [Accessed 27 November 2021}. 

Needham, S., 2019. TVET policy in South Africa: Caught between neo-liberalism 

and privatisation?. Journal of Vocational, Adult and Continuing Education and 

Training, 2(2), pp.82. https://doi.org/10.14426/jovacet.v2i2.73  

New Zealand Government (1993). Human Rights Act. Wellington: Author. 

Nel, M., Nel, N. and Hugo, A., 2013. Providing learner support in a classroom. 

[Online]. Available at 

https://www.researchgate.net/publication/310490735_Learner_Support_in_a_

diverse_clasroom [Accessed 03 March 2022]. 

https://protect.checkpoint.com/v2/___https:/www.nrf.ac.za/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQ3NGQ6NTU4MmRiMjQyOTA5ZWQ4ZDc3YjNhM2QxZmM0MjJkMDFhMTg5YjNiOTU1ZmY3ZmExYTJlZmI3MDBjYWE5NWExMjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.voced.edu.au/search/site/all_corpauthors:%22National%20VET%20Equity%20Advisory%20Council%20*28Australia*29%20*28NVEAC*29%22___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmY0YWY6NWQ3NGQ0MGIzOWUzYzJlZjkxZDQ2NGJmODk1ZjYwYjQzYTkwOTI0NTU4YWE0NDNkMzJkYzcwZGY2ODY2NmQxNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.voced.edu.au/search/site/all_corpauthors:%22National%20VET%20Equity%20Advisory%20Council%20*28Australia*29%20*28NVEAC*29%22___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmY0YWY6NWQ3NGQ0MGIzOWUzYzJlZjkxZDQ2NGJmODk1ZjYwYjQzYTkwOTI0NTU4YWE0NDNkMzJkYzcwZGY2ODY2NmQxNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.voced.edu.au/search/site/all_corpauthors:%22National%20VET%20Equity%20Advisory%20Council%20*28Australia*29%20*28NVEAC*29%22___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmY0YWY6NWQ3NGQ0MGIzOWUzYzJlZjkxZDQ2NGJmODk1ZjYwYjQzYTkwOTI0NTU4YWE0NDNkMzJkYzcwZGY2ODY2NmQxNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.20853/33-6-2854___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjhmYTg6NzhhNTI2ZWE4ZmY4Y2EyOWE3ZDA1NjE1OTJhNDIyNjE4OTcwMTdjODgzMjVkN2NlYjBiNzU4NGYzOGRlMzIzZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.14426/jovacet.v2i2.73___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmRkMDc6MjhlNDA1YmNkZjYyOGFjOGY0OGU5Y2E2NTRjOGM5MDZmOWRmZmJmY2VkY2ZmZTA1MGIwMjc0MjdkMWM2MDFjNjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/310490735_Learner_Support_in_a_diverse_clasroom___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFiMGE6ZjI0Njg5ODJjYWFkMmZhNjE2MWQ4N2I5MWFiMGRmYmIyZTcwZTJhMmYwYjhhNWZhYmY5MmQ2ZTA5ZWNjMGVmMjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.researchgate.net/publication/310490735_Learner_Support_in_a_diverse_clasroom___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFiMGE6ZjI0Njg5ODJjYWFkMmZhNjE2MWQ4N2I5MWFiMGRmYmIyZTcwZTJhMmYwYjhhNWZhYmY5MmQ2ZTA5ZWNjMGVmMjpwOlQ6Tg


 

206 

Nevin A,I., Thousand J.S. and Villa, A. 2009. Collaborative teaching for teacher 

educators. Teacher and Teacher Education, 25(4), pp.569-574. [Online]. 

Available at 

http://www.sciencedirect.com/science/article/pii/S0742051X09000286 

[Accessed 15 April 2022]. 

New Zealand Government., 1993. Human Rights Act. Wellington. 

New Zealand Government., 1998. Education. Early childhood centres. Regulations. 

Wellington. 

Ngerechi. J.B., 2003. Conference on the reform of technical and vocational 

education and training (TVET) [Online]. Available at 

https://www.bota.org.bw/docs/TVET_in_kenya.pdf [Accessed 11 March 2020]. 

Ngubane-Mokiwa, S. and Khoza, S.B., 2016. Lecturers’ experiences of teaching 

STEM to students with disabilities. Journal of Learning for Development, 3(1). 

http://jl4d.org/index.php/ejl4d/article/view/125/121  

Ntombela, S., 2006. The complexities of educational Policy dissemination in the 

South African context: A case study of teachers' experiences of inclusive 

education policy in selected schools in greater Durban. (Doctoral dissertation. 

University of KwaZulu Natal). 

https://scholar.google.com/citations?view_op=view_citation&hl=en&user=NtT

SfUwAAAAJ&citation_for_view=NtTSfUwAAAAJ:0EnyYjriUFMC  

Ntombela, S., 2011. The progress of inclusive education in South Africa: Teachers’ 

experiences in a selected district, Kwa-Zulu-Natal. Improving Schools, 14(1), 

pp.5-14. https://doi.org/10.1177/1365480210390082. 

Oakley, A., 1981. Interviewing women: A contradiction in terms. In Roberts, H. (ed.). 

Doing Feminist Research, New York: Routledge. pp. 30-61. 

OECD, 2008. Annual report 2008. https://doi.org/10.1787/annrep-2008-en 

OECD, 2014. Employment outlook 2014 [Online]. Available at 

http://www.oecd.org/employment/outlook [Accessed 22 March 2021]. 

https://protect.checkpoint.com/v2/___http:/www.sciencedirect.com/science/article/pii/S0742051X09000286___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmY2Yjk6MzNhZmE1MzA2MzU3Zjk4NzJiYWM2YzZmNjI3YzM4ZmVhNTJhNzc0MzVlNjhmZWM4ODI1OGU0MmJlZjRhMWZiZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.bota.org.bw/docs/TVET_in_kenya.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmJmNGU6NDA0NzExMjVlMDIyZDhhMGE0ZTY5MDQ4OTJmM2RhNWY2NWViMzViZTQ4YjJlNjQzYzQ5MGE3MzQ0MmY1NzkxZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/jl4d.org/index.php/ejl4d/article/view/125/121___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmFlY2E6YWM4ZTA3ZDE4ZmRkM2E5N2VmMjVlMzcwZjFlODY2MjYzNzg1MmI4NTEwNDdhMDkwODg4NWMyNWFlZWQ0OGM0ZjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/scholar.google.com/citations?view_op=view_citation&hl=en&user=NtTSfUwAAAAJ&citation_for_view=NtTSfUwAAAAJ:0EnyYjriUFMC___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjQ0MTM6MTk2YzAwOTRkMWM2YzA4OTA1ZDA3NWRkOWNjZjMxYjJlZGIxZjUzZWQ3MWEyNjcyZjQxYjc2NWIwNDM0Njc1OTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/scholar.google.com/citations?view_op=view_citation&hl=en&user=NtTSfUwAAAAJ&citation_for_view=NtTSfUwAAAAJ:0EnyYjriUFMC___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjQ0MTM6MTk2YzAwOTRkMWM2YzA4OTA1ZDA3NWRkOWNjZjMxYjJlZGIxZjUzZWQ3MWEyNjcyZjQxYjc2NWIwNDM0Njc1OTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1177/1365480210390082___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQxNDg6N2I2YmE1OTZjNTVkZTc0ZmI0YWIxZTMzMGJmYjZjNThmNmZkOGQxMzVmZWEzNTY5NDljZDVkZDcwZDYxODM3NTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1787/annrep-2008-en___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmQzODY6ODdlM2QzZDAzZTY5ODU1ZWRkYjAzNjhiM2U3Yjc2MTU4NzRjZGIxYmQ3M2JjZmY5NGI4YzZhYjFhYTQ3NTI2ODpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/www.oecd.org/employment/outlook___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmNhYTk6MzliMjhjY2FjYjcxZWJlNDkzODQyM2MxOWY2MjAyYzI3ZWZlYTI3OTQzYzViNWFiOTA1ZGVkNTA2YzBmNWRhYzpwOlQ6Tg


 

207 

The Kuching Declaration [Online]. Available at 

https://www.icaseonline.net/ICASE%20Kuching%20Declaration_Final.pdf  

[Accessed 11 June 2024] 

Oliver, M., 2013. The social model of disability: Thirty years on. Disability and 

Society, 28(7), pp.1024-1026.  

Opoku, M.P., 2023. Inclusive school leadership in developing context: what are the 

levers of change?. Journal of Research on Leadership Education, 18(3), 

pp.378-403. 

Ostendorf, B., 2019. Inclusion, exclusion and the politics of cultural difference 

[Online]. Available at https://doi.org/10.1163/9789004489950_024 [Accessed 

11 April 2021]. 

Otukile‐Mongwaketse, M., Mangope, B. and Kuyini, A.B., 2016. Teachers' 

understandings of curriculum adaptations for learners with learning difficulties 

in primary schools in B otswana: issues and challenges of inclusive 

education. Journal of Research in Special Educational Needs, 16(3), pp.169-

177. 

 

Pantić, N. and Florian, L., 2015. Developing teachers as agents of inclusion and 

social justice. Education Inquiry, 6(3), pp.p.27311. 

Pantić, N. and Wubbels, T., 2012. Teachers’ moral values and their interpersonal 

relationships with students and cultural competence. Teaching and Teacher 

Education, 28(3), pp.451-460. 

Paquette, D. and Ryan, J.C., 2001. Bronfenbrenner's ecological systems theory. 

Environmental Science Education. 

Penner, M.R., 2018. Building an inclusive classroom. Journal of Undergraduate 

Neuroscience Education, 16(3), p.A268. 

Peters, S.J., 2003. Inclusive education: Achieving education for all by including those 

with disabilities and special education needs. Washington DC: World Bank. 

https://protect.checkpoint.com/v2/___https:/www.icaseonline.net/ICASE%20Kuching%20Declaration_Final.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjgwYzk6MTQ1MjA1NmMzMThmY2FlMGU3N2MyNDYzN2UxYmQyYTQzZjJkYzVhOGRlOTM1OTQzZGI5ZWVhYjhiYTliNWExMDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1163/9789004489950_024___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjgxYWI6OTdiYTM2MDYyNjg5ZmNjMTA5OGNmNzhiODZlZGE1MzgyOTVhOTkwY2Y4ZjQ0YmQyN2Q5YWE3NzliMzRkY2M1MDpwOlQ6Tg


 

208 

Peterson, C. A., Wall, S., Raikes, H. A., Kisker, E. E., Swanson, M. E., Jerald, J., et 

al. (2004). Early Head Start: Identifying and serving children with 

disabilities. Topics in Early Childhood Special Education, 24, 76–88 

Phasha, N., Mahlo, D. and Dei, G.J.S. (Eds.), 2017. Inclusive education in African 

contexts: A critical reader. Berlin: Springer. 

Phillipi, J. and Lauderdale, J., 2018. A guide to field notes for qualitative research: 

Context and conversation. Qualitative Health Research, 28(3), 381-388. 

Pietilä, A.M., Nurmi, S.M., Halkoaho, A. and Kyngäs, H., 2020. Qualitative research: 

Ethical considerations. In Kyngäs, H., Mikkonen, K. and Kääriäinen, M 

(Eds.).The Application of Content Analysis in Nursing Science Research, 

SpingerLink. pp.49-69. http://dx.doi.org/10.1007/978-3-030-30199-6_6  

Pohl, A. and Walther, A., 2007. Activating the disadvantaged. Variations in 

addressing youth transitions across Europe. International Journal of Lifelong 

Education, 26(5), pp.533-553. https://doi.org/10.1080/02601370701559631  

Preece, J., 1995. Disability and adult education – the consumer view. Disability & 

Society, 10(1), pp.87-102. http://dx.doi.org/10.1080/09687599550023741  

Punch. K.F., 2009. Introduction to research methods in education. London: SAGE. 

Purdue, K., 2006. Children and disability in early childhood education: “special” or 

inclusive education? Early Childhood Folio, 10, 12–15. 

https://doi.org/10.18296/ecf.021 

Rabionet, S.E., 2011. How I learned to design and conduct semi-structured 

interviews: an ongoing and continuous journey. Qualitative Report, 16(2), 

pp.563-566. [Online]. Available at: 

https://nsuworks.nova.edu/tqr/vol16/iss2/13/   [Accessed 7 September 2021]. 

Rai, N. and Thapa, B., 2015. A study on purposive sampling method in 

research. Kathmandu: Kathmandu School of Law, 5(1), pp.8-15. 

Reed, M.S., Rudman, H. Re-thinking research impact: voice, context and power at 

the interface of science, policy and practice. Sustain Sci 18, 967–981 (2023). 

https://doi.org/10.1007/s11625-022-01216-w 

https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1007/978-3-030-30199-6_6___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmI5YWM6NTE4NThhMWY1NjJlNzM5ZDI4YjY3YmEzZjZkZWZkN2Y1NGI1ZjUxODA3OTU5ZjE2OTNlZWM2Mzk3NTIxODFiZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/02601370701559631___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmZkZjI6ZTAzZDk1Yzc4YzNjNjE1ZjZjNDFhM2ZlNDdlNGFlOTMwMjFhYzVmMWVhNjIzYmIwMDY4NTU4NjMyNTdjYTIyZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1080/09687599550023741___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjhhYTU6N2M2YjBlYWU4MWE2Y2ZjMGM4YmQ3MmM4MTE3ZDlhNDdlYzJjNmRkMDE0NTZkNTJlMjkwYTljMTJkMTdjZjEzYjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.18296/ecf.021___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjI5OTA6MDc5Y2RiMDQ0ODQ1ZThlNDM4ZmM2MGRiMDA2YmJiMzU2OTI5YmU0NWVhYWIzNjIzM2IxZjQ2NDEwMmM4YmUzODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/nsuworks.nova.edu/tqr/vol16/iss2/13/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmI5MTA6Yzg4ZWFlMzQ4NDFjZDBhODA2MGM3ZWM2MjBhNDE5YjhiYmYxZTljYzkwYjE4YzQwNTZmMTMyYjAwOGY1NjU4NzpwOlQ6Tg
https://doi.org/10.1007/s11625-022-01216-w


 

209 

Reyes, J.I., Meneses, J. & Xavier, M. (2023). Suitability of Online Higher Education 

for Learners with Disabilities: The Students' Voices. Journal of Special 

Education Technology, 38(3), 370-383. doi: 10.1177/01626434221131772 

Rioux, M., 2002. Disability, citizenship and rights in a changing world. In Barnes, C., 

Oliver, M. and Barton, L. (Eds.), Disability Studies Today. London: Polity. 

Rosenbaum, D.P., 2010. Police research: Merging the policy and action research 

traditions. Police Practice and Research: An International Journal, 11(2), 

pp.144-149. http://dx.doi.org/10.1080/15614261003593203. 

Round, P., Subban, P. K. and Sharma, U., 2016. 'I don't have time to be this busy.': 

Exploring the concerns of secondary school teachers towards inclusive 

education. International Journal of Inclusive Education, 20(2), pp.185-198. 

[Online]. https://doi.org/10.1080/13603116.2015.1079271 

Rule, P. and John, V., 2011. Your guide to case study research. Pretoria: Van 

Schaik. 

Russell, A., Scriney, A. and Smyth, S., 2023. Educator Attitudes towards the 

inclusion of students with autism spectrum disorders in mainstream education: 

a systematic review. Review Journal of Autism and Developmental 

Disorders, 10(3), pp.477-491. 

Ryan, M., 2010. Human and social development. Johannesburg: McMillan. 

Sako, L.P., 2020. Integrating inclusive practices at Technical and Vocational 

Education and Training (TVET) colleges in Limpopo Province (Doctoral 

dissertation). 

Sahli Lozano, C., Sharma, U. and Wüthrich, S., 2024. A comparison of Australian 

and Swiss secondary school teachers’ attitudes, concerns, self-efficacy, and 

intentions to teach in inclusive classrooms: does the context 

matter? International Journal of Inclusive Education, 28(7), pp.1205-1223. 

Saumure, K. & Given, L.M., 2012. Rigor in qualitative research. In Given, L.M. (Ed. 

The Sage Encyclopaedia of Qualitative Research Methods. Thousand Oaks, 

SAGE. 

https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1080/15614261003593203___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmVjZDI6NGVhYTQyMTUwNGE1NTAxZjViYjc5ZjU0Y2RjOTVjYTg1NjJmYjU4ZDFiODM3OGRiMDZlNjhjMDU3MzM0YTljNjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/13603116.2015.1079271___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjI2OGQ6NzQ5OTIxMDc3YzM0MzQwZDM0Y2JjNWI2YTk5ZDVkMjRjYWMyNjYyMThjYjc3MGVhOTQ0YjQ5YzA3MzZlMGU3YjpwOlQ6Tg


 

210 

Savin-Baden, M. and Major, C.H., 2013. Qualitative research. New York: Routledge.  

Savolainen, H., Engelbrecht, P., Nel, M., & Malinen, O.-P. (2012). Understanding 

teachers' attitudes and self-efficacy in inclusive education: implications for pre-

service and in-service teacher education. European Journal of Special Needs 

Education, 27(1), 51-68. https://doi.org/10.1080/08856257.2011.613603 

Schostak, J., 2006. Interviewing and representation in qualitative research, 

Maidenhead: McGraw Hill. 

Schreier, M., 2013. Qualitative content analysis in practice. Thousand Oaks, SAGE. 

Schreier, M., 2013. Qualitative content analysis. In The SAGE Handbook of 

Qualitative Data Analysis. Thousand Oaks: SAGE. 

Scorgie, K., 2010. Fostering empathy and understanding: a longitudinal case study 

pedagogy. In Forlin C. (Ed.), Teacher Education for Inclusion: Changing 

Paradigms and Innovative Approaches, London: Routledge. pp.8492. 

Scotland, J., 2012. Exploring the philosophical underpinnings of research: Relating 

ontology and epistemology to the methodology and methods of the scientific, 

interpretive, and critical research paradigms. English Language 

Teaching, 5(9), pp.9-16. http://dx.doi.org/10.5539/elt.v5n9p9  

Selikowitz, M., 2012. Dyslexia and other learning difficulties. Oxford: Oxford 

University Press. 

Shakespeare, T., 2006. The social model of disability. The Disability Studies 

Reader, 2(3), pp.197-204. 

Sharfi, K. and Rosenblum, S., 2014. Activity and participation characteristics of 

adults with learning disabilities-a systematic review. PloS One, 9(9), 

pp.p.e106657. https://doi.org/10.1371/journal.pone.0106657 

Shepard, L.A., 2019. Classroom assessment to support teaching and learning. The 

ANNALS of the American Academy of Political and Social Science, 683(1), 

pp.183-200. http://dx.doi.org/10.1177/0002716219843818 

https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.5539/elt.v5n9p9___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmVhYWI6OGNkNmZiZDNlOWJjMTNmMjI5MDA0OWU3ZTI5N2Y4MmFjOWNmNmYwNDI5ZjdmOThhZjRjYzQ1NzllMTI4ZTVlMTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1371/journal.pone.0106657___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojg1OTk6OWViMDc4YTY2M2UyMmY5ZmM2ZjVmOGYyMThiMWMzOTM4NGU4NzIwZmRlNmM4OTczNWU1OWQyZmI1ZWFjODg5NjpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1177/0002716219843818___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFmODA6M2Q2N2MyZGZmOTEyYTRhMWY0ZTE4Y2FiNTJiMTU2MzQ0NzQxNWY1Yzc4YTk5YmUwMjBmMTU3Y2I5YjRjM2U5MDpwOlQ6Tg


 

211 

Slee, R., 2010. Political economy, inclusive education, and teacher education. In 

Forlin, C. (ed.), Teacher Education for Inclusion: Changing Paradigms and 

Innovative Approaches, New York: Routledge. p.1322. 

Slee, R., 2019. Belonging in an age of exclusion. International Journal of Inclusive 

Education, 23(9), pp.909-922. 

https://doi.org/10.1080/13603116.2019.1602366  

South Africa., 1996. Constitution of the Republic of South Africa, Act 108 of 1996. 

Government Gazette, 378. [Online]. Available at: 

https://www.gov.za/sites/default/files/images/a108-96.pdf [Accessed 1 June 

2024]. 

Starr, L., 2004. A dozen activities to promote parent involvement! [Online]. Available 

at https://www.educationworld.com/a_curr/curr200.shtml [Accessed 15 

January 2020]. 

Statistics South Africa, 2022. Profiling the socio-economic status and living 

arrangements of persons with disabilities in South Africa, 2011-2022 [Online]. 

Available at https://www.statssa.gov.za/publications/Report-No-03-01-

37/Report-No-03-01-372022.pdf [Accessed 15 May 2023]  

Stemler, S., 2000. An overview of content analysis. Practical Assessment, Research, 

and Evaluation, 7, Article 17. 

Stevens, V.K., 2007. Parental involvement in two elementary schools: A qualitative 

case study (Doctoral dissertation, East Tennessee State University). 

https://dc.etsu.edu/cgi/viewcontent.cgi?referer=&httpsredir=1&article=3428&c

ontext=etd  

Stoyles, K. 2022. Models of disability and how they impact teaching. [Online]. 

Available at: https://facingcanada.facinghistory.org/models-of-disability  

[Accessed 1 June 2024]. 

Schwab, S., 2020. Inclusive and special education in Europe. In Oxford Research 

Encyclopedia of Education. Oxford: Oxford University Press. 

https://protect.checkpoint.com/v2/___https:/doi.org/10.1080/13603116.2019.1602366___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjUwN2E6YThkMDkwNDE3ZTVmZmVkZjc5OWVmYmNhYmJiZjJlZTJiYWZkYzRjNzNjNzlmYjU2ZTQzZGI5MDQ4M2RkZGFhMjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.educationworld.com/a_curr/curr200.shtml___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmU0MTY6ZjQzMDA5Mjg1ZDU3NzQxODIzYmU2MmU2YjYxZjE3NzJhMWM2MGFiNTQ5NWEyZDY0NGFlNGZiZTY0YTMwMzBhYzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.statssa.gov.za/publications/Report-No-03-01-37/Report-No-03-01-372022.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFhNDM6ODZjOGY1MTNjMTE0YzMyMmE4OGEwMWNjY2EyZmYxNDc1MGZjZGQyMzlkMGM0YzA4NTRiMDBiZGM1YWQxMDI4MjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.statssa.gov.za/publications/Report-No-03-01-37/Report-No-03-01-372022.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFhNDM6ODZjOGY1MTNjMTE0YzMyMmE4OGEwMWNjY2EyZmYxNDc1MGZjZGQyMzlkMGM0YzA4NTRiMDBiZGM1YWQxMDI4MjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/dc.etsu.edu/cgi/viewcontent.cgi?referer=&httpsredir=1&article=3428&context=etd___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OmU5OGE6MmZhYWJkOTgxM2UzMWFiOTBlNTdkNjgxYjQyMjdmMjg0YWJmZWM2OGZhNTNkYTgwOWJkNGY3OTZhODEzMzliNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/dc.etsu.edu/cgi/viewcontent.cgi?referer=&httpsredir=1&article=3428&context=etd___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OmU5OGE6MmZhYWJkOTgxM2UzMWFiOTBlNTdkNjgxYjQyMjdmMjg0YWJmZWM2OGZhNTNkYTgwOWJkNGY3OTZhODEzMzliNzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/facingcanada.facinghistory.org/models-of-disability___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OmM1MDU6NWNmOGY1ZDFhZWM0YjBiMWNmNzljMWFlYzJhOWYzY2QyOWUwZjZjNDY1MWRmNzU3ZjRlZGI4M2MzZjY1Yjk0YTpwOlQ6Tg


 

212 

Strogilos, V., Avramidis, E., Voulagka, A. and Tragoulia, E., 2020. Differentiated 

instruction for students with disabilities in early childhood co-taught 

classrooms: types and quality of modifications. International Journal of 

Inclusive Education, 24(4), pp.443-461. 

Teherani, A., Martimianakis, T., Stenfors-Hayes, T., Wadhwa, A. and Varpio, L., 

2015. Choosing a qualitative research approach. Journal of Graduate Medical 

Education, 7(4), pp.669–670. https://doi.org/10.4300/JGME-D-15-00414.1 

Temesgen, Z., 2017. Challenges to implement inclusive education in 

Ethiopia (Doctoral dissertation. University of South Africa). 

https://core.ac.uk/download/pdf/328838874.pdf  

Thanh, N.C. and Thanh, T.T., 2015. The interconnection between interpretivist 

paradigm and qualitative methods in education. American Journal of 

Educational Science, 1(2), pp.24-27.  

Thurmond V. A., 2001. The point of triangulation. Journal of Nursing Scholarship : an 

Official Publication of Sigma Theta Tau International Honor Society of 

Nursing, 33(3), pp.253–258. https://doi.org/10.1111/j.1547-5069.2001.00253.x  

Thurmond, V.A., 2001. The point of triangulation. Journal of Nursing Scholarship, 

33(3), pp.253-258. 

Topping, K. (2012). Conceptions of inclusion: Widening ideas. In C. Boyle & K. 

Topping, K (Eds.) What Works in Inclusion? Maidenhead, England: Open 

University Press, McGraw-Hill Education. 

Tugli, A.K., 2013. Challenges and needs of learners with disabilities in an inclusive 

institution of higher education in the Limpopo Province of South 

Africa (Doctoral dissertation, University of South Africa). 

https://uir.unisa.ac.za/handle/10500/10396 

UNESCO, 1994. The Salamanca statement and framework for action on special 

needs education. Paris: UNESCO. 

UNESCO, 2001. Inclusion in education. [Online]. Available at 

https://unesdoc.unesco.org.za [Accessed 11 January 2019]. 

https://protect.checkpoint.com/v2/___https:/doi.org/10.4300/JGME-D-15-00414.1___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmMzZWQ6ZGRkN2E3M2FjYmQxYzc0MDFlMjc0MjdiZWRiYzU2NjgxMjk5ZWU5YjVjNTY1ZTc1OWVkMWVkODU0NjcwYzY4NjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/core.ac.uk/download/pdf/328838874.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjAzYWM6N2NiYzRjYTZmYTIxMGM1MWEzNTRiODIwODI1YWY0NTY1MjZlNGE1MDlkZjM4MmM4N2E1MzY1YTAwMzA5YmEzZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1111/j.1547-5069.2001.00253.x___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjEyNzE6MzNiMWU4MjU2YjM5Y2RkZDJmODRjNDMxOTVlNDQyMzY3NjcxMmM1MjU3ODBiMTYxYWJjNGY2YWZhMGY2MDgwODpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/uir.unisa.ac.za/handle/10500/10396___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjdjYWE6MzZhMzZhZTcwMTY1Y2U5ZTNiMGRiOTQ4OTQxMWQ1YzRjNmE0NWU1YmIwOGRkMTlmZGRjMThhNmZiZTk4NDVjYzpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/unesdoc.unesco.org.za___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjllOWE6MWZlMDk5NjAyMmFkOGJhN2I2OWNmOTk1M2Y1M2M3MWRlNjg0MmZlYjdkNDVlOWRhNmYwZTI0ZTU2MTQ2ZmU3YjpwOlQ6Tg


 

213 

UNESCO, 2005. Guidelines for inclusion: Ensuring access to education for all. 

UNESCO. 

UNESCO, 2006. Salamanca five years on: A review of UNESCO activities in light of 

the Salamanca statement and framework for action. Adopted at The World 

Conference on Special Needs Education: Access and quality. [Online]. 

Available at: https://unesdoc.unesco.org/ark:/48223/pf0000118118  [Accessed 

1 June 2024]. 

UNESCO, 2009. Policy guidelines on inclusion in education. Paris: UNESCO 

UNESCO, 2015. Monitoring SDG 4 /Global education monitoring report. [Online]. 

Available at: https://www.unesco.org/gem-report/en/monitoring-sdg4 

[Accessed 21 January 2020]. 

UNESCO, 2020. Global education monitoring report, 2020: Inclusion and education: 

All means all. [Online]. Available at:  

https://unesdoc.unesco.org/ark:/48223/pf0000373718  [Accessed 22 January 

2021]. 

UNICEF, 2013. Gender equality. [Online]. Available at: 

https://www.unicef.org/media/126381/file/SOWC2013-Gender.pdf [Accessed 

22 January 2021]. 

United Nations, 2006. Convention on the rights of persons with disabilities (CRPD. 

[Online]. Available at: 

https://social.desa.un.org/issues/disability/crpd/convention-on-the-rights-of-

persons-with-disabilities-crpd [Accessed 20 January 2021]. 

Vaďurová, H. and Pančocha, K., 2023. Inclusive education in the Czech Republic:  

scoping review of a paradigm shift. European Journal of Education, 58(2), pp.245- 

266. 

Valle, J. W. & Connor, D. J., 2011. Rethinking disability: A disability studies approach 

to inclusive practices. New York: McGraw-Hill. 

Van der Bijl, A. and Oosthuizen, L.J., 2019. Deficiencies in technical and vocational 

education and training lecturer involvement qualifications and its implications 

https://protect.checkpoint.com/v2/___https:/unesdoc.unesco.org/ark:/48223/pf0000118118___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjdjNGU6NTg3Y2E0ZmQ3YTAyYmYxMDdhOWQ3NTM1MjdkYTViMWYyODNkZTk3MzYxMGEyNjBmOTgwNTZjOTI0MjI0NzkzYjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.unesco.org/gem-report/en/monitoring-sdg4___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojg2MjM6ZWY5MzVjYWZmZjk4NmIzM2E2ODc0M2UxMzkzNmUzNDM0OTlhYTIwODZhMTE0NDc1NGI3NjYyZGY0NmNmNmFiMjpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/unesdoc.unesco.org/ark:/48223/pf0000373718___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OmJiYmY6NWZmMzcxZmQ5Y2E5YjlhNjJmODUzNTUxNWJmNjIzMzE5YWYzMjg2ODlkYTFiMTllYjJkOTViYjEyNmIxMTQ4ZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.unicef.org/media/126381/file/SOWC2013-Gender.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjUxNzg6NzU4ODczOGVjNWY0NTA3YmQ0ZjcxMWVkNWIwMjk0ZmFkNWU0M2I4ODViZTk3OTY3Njk4MGFiNzViNjI0NDRkZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/social.desa.un.org/issues/disability/crpd/convention-on-the-rights-of-persons-with-disabilities-crpd___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmNlNzc6ODFhYjg1MDliOGZlZDkyMzY5NDdhNTM1OGNkNjQwMTk3ZGI1NTZiMmEwY2ZiZWNkYzM5NjdlMzgyOTgyNjBhZTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/social.desa.un.org/issues/disability/crpd/convention-on-the-rights-of-persons-with-disabilities-crpd___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmNlNzc6ODFhYjg1MDliOGZlZDkyMzY5NDdhNTM1OGNkNjQwMTk3ZGI1NTZiMmEwY2ZiZWNkYzM5NjdlMzgyOTgyNjBhZTpwOlQ6Tg


 

214 

in the development of work related skills. South African Journal of Higher 

Education, 33(3), pp.205-221. [Online]. Available at 

https://hdl.handle.net/10520/EJC-18b0c2b29f [Accessed 30 May 2021]. 

Van der Merwe,M (2017) [Online]. Available at 

https://www.dailymaverick.co.za/article/2017-08-15-students-with-disabilities-

disadvantaged-at-higher-education-level/ [accessed 14 July 2020]  

Varcoe, L. and Boyle, C., 2013. Pre-service primary teachers attitudes towards 

inclusive education, Educational Psychology, 34(3), pp 323-337 

Vaz, S., Wilson, N., Falkmer, M., Sim, A., Scott, M., Cordier, R. and Falkmer, T., 

2015. Factors associated with primary school teachers’ attitudes towards the 

inclusion of students with disabilities. PloS one, 10(8), p.e0137002. 

 Verster, B., 2024. A paradigm shift in collaborative learning: insights from the theory 

of collaborative advantage for inclusive and engaging pedagogical 

design. South African Journal of Higher Education, 38(6), pp.226-245. 

Villegas, A.M. and Lucas, T., 2002. Preparing culturally responsive teachers: 

Rethinking the curriculum. Journal of teacher education, 53(1), pp.20-32. 

[Online]. Available at https://doi.org/10.1177/0022487102053001003 

[Accessed 14 April 2020]. 

Vranda, M.S., 2016. Attitude of primary school teachers towards children with 

learning with learning disabilities. Journal of Indian Association for Child and 

Adolescent Mental Health, 12(4):323-335. 

Vygotsky, L.S., 1978. Mind in society. Cambridge: Harvard University Press. 

Wadhwa, D.,Teaching The Students Who Learn Differently.[ONLINE] available at 

www.https://ijaur.com/wp-content/uploads/bsk-pdf-manager/297_IJAUR-

DISHA-NOV-2020.PDF[ accessed 7 February 2025] 

Walton, E. and Engelbrecht, P., 2022. Inclusive education in South Africa: Path 

dependencies and emergences. International Journal of Inclusive Education, 

pp.1-19. 

https://protect.checkpoint.com/v2/___https:/hdl.handle.net/10520/EJC-18b0c2b29f___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjE2ZDQ6ODg1MTk5NjI4N2QyOWM0MDhjMzYxMTc2NzE1ZjNiYzk1Yzg5OThjMTYyYzQxNmM5NjdmYjAxZGM1NDgyNzZjYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.dailymaverick.co.za/article/2017-08-15-students-with-disabilities-disadvantaged-at-higher-education-level/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFlNzY6Y2UzMmY4ZDVhYjZlMGRlOGQ5MDkxODU0NGViMzZjMTgxYTc0YWMwOTRiOGFiMmY2NjZlOGZiNWFhOTJjYTE4MDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.dailymaverick.co.za/article/2017-08-15-students-with-disabilities-disadvantaged-at-higher-education-level/___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjFlNzY6Y2UzMmY4ZDVhYjZlMGRlOGQ5MDkxODU0NGViMzZjMTgxYTc0YWMwOTRiOGFiMmY2NjZlOGZiNWFhOTJjYTE4MDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/doi.org/10.1177/0022487102053001003___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojc1ZWY6ZjI3NWJmZjdkY2VlOWM0NGU2MmRlMzM2NjZjZDY1MjU0NDgyY2VlOGMzZTE4ODUyMTBjNDJjM2NmOTJmYzBjZjpwOlQ6Tg
http://www.https/ijaur.com/wp-content/uploads/bsk-pdf-manager/297_IJAUR-DISHA-NOV-2020.PDF
http://www.https/ijaur.com/wp-content/uploads/bsk-pdf-manager/297_IJAUR-DISHA-NOV-2020.PDF


 

215 

Walton, E., Nel, N., Hugo, H. and Muller, H., 2009. The extent and practice of 

inclusion in independent schools in South Africa. South African Journal of 

Education, 29(1), pp.105-126. 

Wearmouth, J., 2019. Special education needs and disability: The basics. (3rd ed.). 

New York: Routledge.  

Wearmouth. J., 2016. EBOOK: Effective SENCO: Meeting the challenge. New York: 

McGraw Hill. 

Wedekind, V., 2013. Education, training and the ‘precariat’: An overview of the South 

African education and skills landscape. In Fifth BRICS Academic Forum on 

Brics and Africa: Partnership for Development, Integration and 

Industrialisation. pp. 108-116. 

Wedekind, V., 2016. Technical and vocational education and training (TVET. reform 

in South Africa: Implications for college lecturers, context, background. SAQA 

Bulletin, 15(1), pp.1-29. 

Wiersma, W. & Jurs, S. G., 2009. Research methodologies in education. (9th ed.). 

Boston: Pearson. 

Wentzel, V.D., 2016. Primary school teachers' experiences of providing learning 

support for learners with mild intellectual disabilities (Doctoral dissertation, 

University of South Africa). https://core.ac.uk/download/pdf/79171111.pdf  

Wisniowski, A., Sakshaug, J.W., Ruiz, D.A.P. And Blom, A.G., 2020. Integrating 

Probability And Nonprobability Samples For Survey Inference. Journal Of 

Survey Statistics And Methodology, 8, Pp.120-147. 

Woodcock, S. and Vialle, W., 2010. Attributional beliefs of students with learning 

disabilities. [Online]. Available at: https://www.ro.uow.edu.au [Accessed 7 

June 2021]. 

Woolfolk, A., 2010. Educational psychology. (11th ed.). Boston: Pearson Education. 

Woolfolk, A., 2013. Educational psychology (12th ed.). Boston: Pearson. 

https://protect.checkpoint.com/v2/___https:/core.ac.uk/download/pdf/79171111.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjI5ZmY6Y2E5YjgzNGIyZDIyMzczZDdmNzZlZTU1NDg3MWIwODIwYzM4OTBiZjk0ZGI5MDUxYzE3NDY5YzgwYzAxYzYwZDpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.ro.uow.edu.au___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2Ojg4MTI6YzI0ZmIyNzdiZjQ3NWUxNDAyMjYyYzYyZDk0ZWNkMGY4NWJmNTcwM2NmOGJlZjg2NWRjZmI0NmEyNTg3NTk1NzpwOlQ6Tg


 

216 

Wordpress.com (n.d.) Social constructivism theory [Online]. Available at: 

https://www.sketchbubble.com/en/presentation-social-constructivism-

theory.html [Accessed 22 September 2024]. 

Wubbels, T. and Brekelmans, M., 2005. Two decades of research on teacher-

student relationships in class. International Journal of Educational Research, 

43(1), pp.624. http://dx.doi.org/10.1016/j.ijer.2006.03.003 

Yanow, D., 2006. Thinking interpretively: Philosophical presuppositions and the 

human sciences. In Yanow, D. & Schwrtz-Shea P. (Eds.). Interpretation and 

Method: Empirical Research Methods and the Interpretive Turn (2nd ed.), 

London: M. E. Sharpe. pp. 5-26. 

Yeo, L.S., Chong, W.H., Neihart, M.F. & Huan, V.S., 2014: Teachers' experience 

with inclusive education in Singapore, Asia Pacific Journal of Education 

http://dx.doi.org/10.1080/02188791.2014.934781  

Yin, R. K. (2015). Estudo de caso: planejamento e métodos, Porto Alegre: Bookman 

Young, M., 2006. Rethinking teacher education for a global future: Lessons from the 

English. Teacher Education. Major themes in Education. Globalisation, 

Standards and teacher education, 5, pp.213-227. 

Zaretsky, L., 2005. From practice to theory: Inclusive models require inclusive 

theories. American Secondary Education, pp.65-86. 

Zeichner, K. M., 2009. Teacher education and the struggle for social justice. UK: 

Routledge. 

  

https://protect.checkpoint.com/v2/___https:/www.sketchbubble.com/en/presentation-social-constructivism-theory.html___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjY3N2E6ZWZlYTI1NTVhYjIzNzg2MzU1OGNlZmE2NGY1N2M1Mjk3MjliOTZjNmM2NTA3MWZhMzZmZTg3OTZjM2U0MjVjYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___https:/www.sketchbubble.com/en/presentation-social-constructivism-theory.html___.YzJlOnVuaXNhbW9iaWxlOmM6bzozZTg3NWE3MWRiMDU5NTMzYWIzZDBlNjgxYWI5MmFmODo2OjY3N2E6ZWZlYTI1NTVhYjIzNzg2MzU1OGNlZmE2NGY1N2M1Mjk3MjliOTZjNmM2NTA3MWZhMzZmZTg3OTZjM2U0MjVjYTpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1016/j.ijer.2006.03.003___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OmZlNjc6N2I3NzQ3ODIyZDQwMDY4YTA5OTI5MWYwYzM5MDBiMGU2NDBiNWY1OTJlMjE1OGM2YjE4NmIyNmNiOTE5OTA1MjpwOlQ6Tg
https://protect.checkpoint.com/v2/___http:/dx.doi.org/10.1080/02188791.2014.934781___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1ZTM5MGNmZjg0ZDQ1ZjgwZGRlZTI0OTk5NTI3NmUzMzo2OjA4NzQ6MmQzMGJkNTRlNTQ3NzdjYWI5ODlkMjEzNjRkNzU4N2M1MTc3ZWM2NTQwZDE1YzlkYzAyNTY0N2ZjNDk3OWJjNDpwOlQ6Tg


 

217 

 

 

  



 

218 

APPENDICES 

 

APPENDIX A: REGISTRATION APPLICATION 

 



 

219 

Appendix B 

  

  



 

220 

APPENDIX C: PERMISSION FROM CENTRAL OFFICE 
  
Request for permission to conduct research at the UTVET 

Colleges in KwaZulu-Natal 

DATE: 11/05/2021 

Mr/Ms_____________ (Academic Head) 

44 Burger Street 

Pietermaritzburg 

3201 

Dear Mr/Ms 

My name is Nalini Pillay. I am currently conducting research under the supervision of 

Professor M.M. Dichaba and Co – Supervisor Doctor E Nkoana from the Department 

of Adult Basic Education towards a Doctorate in Education (Adult Education. at the 

University of South Africa. I am seeking permission to conduct this study titled 

“UNDERSTANDING THE EXPERIENCES OF TECHNICAL VOCATIONAL 

EDUCATION AND TRAINING (TVET. LECTURERS IN DEALING WITH STUDENTS 

LIVING WITH DISABILITIES IN THREE UMGUNGUNDLOVU CAMPUSES” 

The study being undertaken investigates the position of special needs students 

within mainstream classrooms. Inclusive education has become an important and 

relevant subject for discussion from a human rights and social justice perspective, 

more over in the interest of creating an equitable system of access into education 

and training. Although there is currently legislation that favours and places a more 

critical emphasis on how schools should deal with disabilities, TVET colleges are still 

struggling on how the implementation of inclusive education should be instituted 

The study includes interviews with lecturers and other academic staff and students, 

however, poses no threats or risk of harm to the participants. All participants will be 

protected through the use of pseudonyms and the Campuses will be referenced as 

Campus 1, 2, 3 etc. There will be no incentives or reimbursements involved and the 

researcher will ensure that all protocols are observed with special reference to 

issues of confidentiality. 
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Yours sincerely 

_________________________ (signature of researcher) 

Nalini Pillay (MRS. –Researcher 
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APPENDIX D: REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT THE 

UTVET COLLEGES IN KWAZULU-NATAL 

DATE: 11/05/2021 

To The Campus Manager 

Dear Mr/Ms 

My name is Nalini Pillay. I am currently conducting research under the supervision of 

Professor M.M. Dichaba and Co – Supervisor Doctor E Nkoana from the Department 

of Adult Basic Education towards a Doctorate in Education (Adult Education. at the 

University of South Africa. I am seeking permission to conduct this study titled 

“UNDERSTANDING THE EXPERIENCES OF TECHNICAL VOCATIONAL 

EDUCATION AND TRAINING (TVET. LECTURERS IN DEALING WITH STUDENTS 

LIVING WITH DISABILITIES IN THREE UMGUNGUNDLOVU CAMPUSES” 

I would appreciate your assistance in allowing me interviews with yourself, four staff 

members and two students to meet the goal of my studies. I will respectfully 

schedule times that are convenient for you and will call before I arrive. This is an 

important study and will assist both students and staff in identifying problem areas 

regarding special needs students. 

The study being undertaken investigates the position of special needs students 

within mainstream classrooms. Inclusive education has become an important and 

relevant subject for discussion from a human rights and social justice perspective, 

more over in the interest of creating an equitable system of access into education 

and training. Although there is currently legislation that favours and places a more 

critical emphasis on how schools should deal with disabilities, TVET colleges are still 

struggling on how the implementation of inclusive education should be instituted. 

The study includes interviews with lecturers and other academic staff and students, 

however poses no threats or risk of harm to the participants. All participants will be 

protected through the use of pseudonyms and the Campuses will be referenced as 

Campus 1, 2, 3 etc. There will be no incentives or reimbursements involved and the 

researcher will ensure that all protocols are observed with special reference to 

issues of confidentiality. 
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Yours sincerely 

_________________________(signature of researcher) 

Nalini Pillay (MRS. –Researcher 
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APPENDIX E: REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT THE 

UTVET COLLEGES IN KWAZULU-NATAL  

DATE: 11/05/2021 

Dear Lecturer 

My name is Nalini Pillay. I am currently conducting research under the supervision of 

Professor M.M. Dichaba and Co – Supervisor Doctor E Nkoana from the Department 

of Adult Basic Education towards a Doctorate in Education (Adult Education. at the 

University of South Africa. I am seeking permission to conduct this study titled 

“UNDERSTANDING THE EXPERIENCES OF TECHNICAL VOCATIONAL 

EDUCATION AND TRAINING (TVET. LECTURERS IN DEALING WITH STUDENTS 

LIVING WITH DISABILITIES IN THREE UMGUNGUNDLOVU CAMPUSES” 

I would appreciate your participation in the above study. As Lecturers are directly 

involved with students it would assist my study greatly as you have been identified 

as having vital information on the issues involved, 

I look forward to your assistance. 

Yours sincerely 

_________________________ (signature of researcher) 

Nalini Pillay (MRS. –Researcher 
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APPENDIX F: OBSERVATION CHECKLIST  

A. CLASSROOM IMPLEMENTATION FOR INCLUSIVE 

EDUCATION 

 YES NO 

DIVERSITY ACCOUNTED FOR IN THE CLASSROOM   

RESOURCES AVAILABLE FOR ACCOMMODATING INCLUSIVE 

STUDENTS 

  

CLASSROOM IS INCLUSIVE FRIENDLY   

 

B. SUPPORT AND MANAGEMENT OF THE CLASSROOM 

 YES NO 

ADDITIONAL SUPPORT PROVIDED FOR INCLUSIVE STUDENTS   

ABILITY TO HANDLE DIFFERENT BEHAVIOURS WITHIN AN 

INCLUSIVE CLASSROOM 

  

CONSIDERATION FOR SLOW LEARNERS CONSIDERING 

ADDITIONAL TIME NEEDED TO COMPLETE WORK 

  

 

C. DIFFERENTIATED METHODOLOGIES 

 YES NO 

DIFFERENTIATED METHODOLOGIES FOR TEACHING INCLUSIVE 

STUDENTS 

  

CURRICULUM MODIFICATION/ADAPTATION FOR INCLUSIVE 

LEARNING 

  

ADEQUATE MANAGEMENT OF CLASSROOM FOR 

DIFFERENTIATED ACTIVITIES 

  

 

  



 

226 

APPENDIX G: INTERVIEW QUESTIONS: MANAGERS 

1. How would you define inclusive education? 

2. Do you believe that this College is ready to accommodate students with 

disabilities in mainstream classrooms? Please explain. 

3. What should an Inclusive College look like? 

4. Do you think that this College represents the ethos of an Inclusive College? 

5. How involved are you in the area of inclusive education? 

6. How often does monitoring take place to ensure that special needs learners are 

having their needs met? 

7. What training has been offered to staff in the area of special needs where this is 

lacking? 

8. In terms of curriculum, is the current curriculum suitable for both students with 

special needs and the ‘normal ‘students? Please explain. 

9. Can you point out the necessary structures that are in place for referring students 

with special needs should problems arise? 

10. What support is currently being offered to Lecturers to assist in meeting the 

needs of all students, considering the complexity of having both special needs 

students and normal students in a mainstream classroom? 
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APPENDIX H: INTERVIEW QUESTIONS: LECTURERS 

1. What is your understanding of inclusive education? 

2. What is your opinion regarding the admission of special needs students into 

mainstream classes?  

3. Do you have the requisite qualifications or training in the area of special needs? 

4. How do you assist students that exhibit special needs and need additional 

support? Please explain. 

5. Do you think that the current curriculum serves the needs of both normal and 

special needs students? Please explain.  

6. What are some of the major challenges you experience in the implementation of 

inclusive practices in your classes? Please explain. 

7. What are some of the structures that are in place for additional support for 

students with special needs? 

8. What support is currently being offered to you by Senior Management to ensure 

that student needs are being met? 

9. In your opinion do you think that more needs to be done to assist special needs 

students? Please explain. 

10. Do you believe in your position as a Lecturer within a mainstream class that 

academic performance is affected in any way? Please explain?  
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APPENDIX I: TURNITIN REPORT 
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APPENDIX J: CONFIRMATION OF PROFESSIONAL EDITING 

 


