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Open Distance Learning (ODL) universities are required to make policy provisions for
students with disabilities (SwDs) to have full benefit of open access to higher education.
Despite access to further education being a Constitutional imperative in South Africa,
some programmes offered in ODL institutions are structured in a manner that disregard
SwDs. This paper explores the experiences of ODL academic staff on dealing with the
learning needs of SwDs. The qualitative study was conducted using in-depth and
telephonic interviews. The results gathered indicate non-disability sensitive learning
material and environments as hindering academic accessibility for SwDs. The ODL
nature of learning requires the technological environment to be accessible, but, on the
contrary, the study revealed that SwDs are unable to fully learn online due to
technological barriers. The paper goes further to recommend inclusive approaches that

can be employed to open education for SwDs.
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Introduction

Opening education is important in the international and national policy agenda for many reasons. In the OpenEdu
study by Inamorato dos Santos, Punie, and Castafio-Mufioz (2016), opening education is deemed important as it
allows for the reduction or removal of access obstacles to education (e.g. requirements for cost, geography, time
and entry). As a result, it enables students to develop skills or re-skills in a cheaper and flexible manner. Inamorato
dos Santos et al. (2016) further assert that opening education helps modernize higher education around the world
through digital technology. Lastly, it can bridge non-formal and formal education by making it simpler for
institutions of Higher Education and other certified organizations to recognize learning achievement certificates
(Christie, 2008; liyoshi & Kumar, 2007; Inamorato dos Santos et al., 2016).

Higher education institutions (HEIs) around the world need to expand their student base by attracting and opening
up education to minority groups who were largely excluded in the past. This has led to institutions not only being
open to ethnic minorities, but also increasing the participation of students with disabilities (SwDs). Institutions
that want to be recognized as being 'open' or more inclusive require a proactive strategy that cuts across the
institutional setting. Such strategy must address a variety of obstacles encountered by SwDs in an integrated
manner. Thus, opening up education could include the physical structures and access to campus locations, the
affective and academic support, the methods of teaching, assessment and information dissemination, as well as
the socio-cultural or attitudinal climate defined by mainstream students and staff (Disabiliity Management
Services, 2011; Matshedisho, 2007; Mutanga & Walker, 2017; Ngubane-Mokiwa, 2014).

Literature review

South Africa has gained substantial ground in the inclusion of SwDs in higher education since 1994 (Department
of Higher Education and Training, 2018; Matshedisho, 2007; Morrison, Brand, & Cilliers, 2009). Despite
significant efforts to prepare countless codes, guidelines and white papers related to disabilities, reality remains
that very little has been done in the country to ensure holistic progress in disability integration. South Africa's
higher education system faces several other main issues, including the following expressed in the report by the
Council on Higher Education:

e attitudinal barriers at school level, where SwDs are not considered to be higher education material and
are therefore inadequately prepared for higher education participation; the inadequate provision of
services for SwDs at many HElIs;

e the neglect of teaching and learning procedures specifically concentrated on improving the learning
capacity of learners with disabilities and

o the lack of integration of support services for SwDs into the core functioning of HEIs (Council on Higher
Education, 2005).

Some tertiary institutions in South Africa have responded to the above issue through the establishment of
Disability Units (DUs) to provide special facilities that will promote access and inclusion of SwDs. The
philosophy underlying the creation of DUs is to encourage the equal participation of SwDs in all areas of
university life and to eliminate unlawful discrimination against disabilities, including disability-related
harassment (Moses, Van Der Berg, & Rich, 2017).



Services supplied by disability units include the conversion of printed material to braille and large print, audio-
recorded textbooks, additional examination time, computer centers with unique software such as JAWS for
Windows (unique screen-reading program), mobility training, sign language interpreters and much more (FOTIM,
2011; Howell, 2005; Matshedisho, 2010). Disability unit staff were also expected to play a mediating role as they
had to communicate the needs of SwDs to the faculty (Tugli, Zungu, Ramakuela, Goon, & Anyanwu, 2013). In
addition, they advocated for these students and helped them with the day-to-day challenges on campus
(Matshedisho, 2007; Mutanga & Walker, 2017).

The University of South Africa is no exception as it has created policy provisions for SwDs, including a well-
resourced ICT library to encourage access to teaching materials and a disability unit to facilitate access to
university equipment (Ngubane-Mokiwa, 2013). It should be observed, however, that the majority of HEIs that
are intended to meet SWDs’ learning requirements have infrastructural difficulties, educational, administrative
and support employees with no or restricted disability skills. This calls for more careful consideration of the equity

issues and the barriers within universities, which restricts full inclusion, and participation of SWDs.
Academic Support

Despite the increasing number of SwDs entering colleges and universities post their matric (Dong and Lucas,
2016), SwDs continue to lag behind compared to their non-disabled peers on issues pertaining to outcomes such
as grade point average (GPA), persistence, and graduation rates (DaDeppo, 2009). Although there may be various
reasons for the poor outcomes for SwDs at tertiary institutions, one explanation could relate to the inadequate

academic support or lack thereof.

Student support for SwDs can be formal (provided by HEIs) and informal (provided by family, friends,
colleagues). The need for acceptable support for SwDs in ODL is necessitated by, amongst others, the criticism
pointing at inadequate university’s support structures and online programmes as these are major reasons for high
dropout rates (Mukhari and Mathipa, 2017; Lee and Choi, 2011). Student support services are “the range of
services both for individuals and for students in groups which complement the course materials or learning
resources that are uniform for all learners, and which are often perceived as the major offering of institutions using
ODL” (Tait, 2000, 289). Student support services can also be divided into academic and non-academic support
services. Academic support as a component of student support is mandated by the need for SwDs to adapt to the
academic demands of higher education, including coping with their lack of suitable academic skills, and must be
able to organize their time in order to meet deadlines (Heiman, 2006). This imperative obliges universities,
including those in South Africa, to implement the policy of supporting SwDs within the diversity rights framework
(Matshedisho, 2007). Subsequently, ODL institutions embark on academic support interventions to avoid the

catastrophic dropout rates that would kill their reputation (Rumble, 2000).

Nevertheless, academic support for SwDs is a broad concept. Matshedisho (2010) identifies the following namely,
tape-recorded reading material, Braille, sign language interpretation, alternative assessments as well as assistive
technology such as text to voice converters as constituting academic support services. According to Makoe (2012),
academic support is more concerned with the development of cognitive and learning skills. In investigating
academic support and performance of SWDs in higher education, it is reported that scholars typically study the

following: aptitude and cognitive factors such as SAT scores and high school GPA scores (DeBerard, Spielmans,



and Julka, 2004; Hall and Webster, 2008); metacognitive abilities, affective factors (i.e., self-concept and self-
worth), behavioral factors, locus of control and adjustment, and level of self-determination (Dong and Lucas,
2016).

The literature indicates an improved academic performance of SwDs especially when they are adequately
supported. Dong and Lucas (2016) state that SwDs who receive academic support are more likely to demonstrate
improved performance. A similar finding was reported in Troiani, Liefeld and Tranctenberg (2010) that SwDs

who regularly attended an academic support center had higher overall grade point averages and graduation rates.

In one study, it was indicated that SwDs in South Africa often blame lack of academic support by their lecturers
as contributing to their failure (Mutanga and Walker, 2017). This supports Crous (2004) who mentioned that a
few professionally trained lecturers who are suitably qualified to work with SwDs exist. It is no wonder a question
was posed in a report on Embedding success: enhancing the learning experience for disabled students, “... who
supports the support staff”? (The Higher Education Academy, 2006: 22). The above views suggest a need to
support academic staff for the inclusive agenda to be realised. However, the challenge in South Africa is that
support structures for SwDs are not an integrated national effort. Institutions of higher learning have been offering
support services at their own discretion and within limited means (Matshediso, 2007).

Research problem

Research studies suggests that SwDs, in particular, face the challenge of limited access to ODL (Mokiwa and
Phasha, 2012; Ngubane-Mokiwa, 2013). Most teaching and learning environment(s) are designed without careful
consideration of the learning needs of diverse learners. Consequently, the barriers experienced have led to the
visible problem of a high number of SwDs that struggle to complete their qualifications. Although it is a
recognized imperative to implement the policy of supporting SwDs within the diversity rights framework in South
Africa (Matshedisho, 2007), ODL institutions in the country have not made much progress in teaching and
supporting SwDs. The main problem, therefore, is that not enough effort has been made to understand how
learning can be designed to open-up higher education in order to facilitate positive learning experiences for SwDs.
This papers offers recommendation on how ODL institutions can develop learning design strategies that enhance

accessibility for SwDs.

Research methodology

The study sought to understand how learning design and technology can be used to effectively integrate
accessibility in an ODL context to support SwDs. As a result a qualitative case-study approach was adopted to
enable the researchers to make sense of the experiences and social situations of the lecturers in their real world

and natural settings (Terre Blanche, Durrheim & Painter, 2006).
Case selection

The study was conducted at the University of South Africa (Unisa), within the academic and learning support
units. A purposive sampling method was used to select information rich participants. By allowing a researcher to
select a few information rich and critical cases, purposeful sampling enhances understanding of the problem
(Creswell, 2012). In the context of this study, the researcher selected lecturers from all seven teaching colleges at

Unisa. These include the College of Human Sciences, College of Education, College of Science, Engineering and



Technology, College of Economic Management Sciences, College of Law, College of Agricultural Sciences and
College of Accounting Sciences. The sample comprised of nine members of the academic teaching staff who
responded to the initial invitation to participate in this study, and all of these were subsequently interviewed. Five

participants were female and four were male. The participants ranged from junior lecturers to senior professors.
Data collection

The data was collected using in-depth interviews through face-to-face and telephonic interviews. In-depth
interviewing allows for conducting intensive individual interviews with a small number of respondents to explore
their perspectives on an idea, program, or situation (Boyce, 2006). Although telephone interviews are not always
useful as a data collection tool due to the lack of physical contact between the researcher and the participants
(Farooq, 2015), this tool has proved useful in the ODL scenario where staff are geographically dispersed at various
campuses. Interviews were arranged with each of the respondents. Each interview lasted between 30 and 80
minutes and were digitally recorded for later transcription. The interviews began with an open question about
experiences. The interviewer encouraged each participant to talk freely about their experiences and thoughts with
minimal interruption. Then lastly the findings of the study were shared with the participants and the accessibility
advisory team through face-to-face and electronic means so that together the researchers and the stakeholders can

design an intervention. To ensure thoroughness, data was gathered until saturation occurred.

Data analysis

Analysis of the data was carried out using thematic analysis. This data analysis method was considered suitable
for analysis because it allows the identification, analysis and reporting of themes (Castleberry and Nolen, 2018).
To increase the sense of familiarity with the texts, the transcribed interviews were read several times. Line-by-
line coding was used to generate tentative descriptive labels for each line of transcript data, as a means of ensuring
that the text was thoroughly considered and providing a basis for the researcher to identify emerging analytical

categories and broader themes.

Research findings and discussion

Findings are organised into four themes: awareness, accessibility, lack of accommodation for disabled students
and institutional factors.

1. Awareness

Studies report that lecturers lack disability awareness. Crous (2004) found that 67% of students with disabilities
believed that their lecturers had inadequate knowledge of disability. The lack of awareness was also emphasised
by Mayat and Amosun (2011) who explored the perceptions of academic staff on admission of students with

disabilities.

Under awareness, the lecturers in the current study are mostly unaware of the resources available to help disabled
students. The lecturers report a lack of professional training in dealing with disability issues. This contributes to
the lack of awareness, and ultimately, to their ignorance and negative attitude towards disability issues which is

seen in the quotes below:



“For now, I haven't seen any. Unless they have computers with amplifiers, for those who cannot read”

(Male Academic Staff 2, College of Human Sciences).
“I am not aware of any” (Female Academic Staff 1, College of Science, Engineering and Technology)

“Uhh... as far as someone who'’s a... (long pause) struggles with, has no sight (long pause) someone,
uhm... who has no vision at all, uhm, I'm not sure about the braille form, I don’t know if UNISA still
does it, convert study material into braille. 7'm not sure. I guess audio recordings is a thing” (Female
Academic Staff 4, College of Education).

Although these unjustified perceptions will likely vary depending on the type and severity of impairment, the
issues raised from studies conducted and the finding from the current study makes a case for continued probing
from the lecturers’ side on their awareness of available resources and the types of disabilities, which exist.
Research has indicated that lecturers’ lack of disability awareness results in them failing to make necessary
provisions (Matshedisho 2010).

2. Academic accessibility

There is consensus that academic accessibility is about providing SwDs the opportunity to acquire “...same
information, engage in the same interactions, and enjoy the same services as a person without a disability in an
equally effective and equally integrated manner, with substantially equivalent ease of use,” the agreement
continues. “The person with a disability must be able to obtain the information as fully, equally and independently

as a person without a disability” (McGinty, 2016:5). Some lecturers understand academic accessibility as follows:

“Having access to (pause) any learning or study material, irrespective of the disability or any other
challenge or barrier that one might have” (Male Academic Staff 3, College of Economic Management
Sciences)

Accessible learning design essentially means ensuring that all the learning objectives can be met irrespective of
any access needs a student might have whether these are associated with physical, sensory or cognitive
impairments (Cooper, 2014). One lecturer shared their approach to ensuring learner support services are accessible
to SwDs by stating that:

“One form of trying to make learning material accessible to SwDs is to make it in plain simple English,
you know, which makes it to be more accessible to students” (Female Academic Staff 2, College of
Human Sciences).

Technology has had a huge impact on education in recent times. In fact, this is a period of drastic growth in ODL
education as ODL courses become increasingly popular because of the ever-improving technology since after the

mid-1990s (Lee and Choi, 2011, 596). One lecturer was reported as saying:

“Accessibility means having access to technology that, uh, we are currently using as an institution. An
example is having access to computers so that one can have access to the study material we are using
at the University. Eh. Taking into consideration that there are (pause) so many of our students who are
(pause) struggling, and they are based in rural areas, so many attempts, ehh, one would find there is a
challenge when it comes to accessibility to computers or technology. I think that’s my short definition
of accessibility”



“We also need to produce material that our students can be able to access, using their technology, eh,
so, basically that is what we are still trying to do”

Many SwDs are enabled by online education, but it presents accessibility challenges for others. These challenges
are not just for the students. New technologies require new pedagogies and different types of teaching activities
from those established academics may have been used to (Cooper, 2014). The above confirms Tait’s (2000) and
Rao’s (2015) assertions that learner support is multi-faceted, which include a range of service. The above
approaches towards academic accessibility for SwDs are a few of a range of approaches, including “training for
academic tutors and staff, awareness about diversity and areas of special needs, effective referral services, as well
as emotional and pastoral support” (Rao, 2015: 102). Others include converting academic material into accessible
formats, for example Braille, tape-recorded reading material, sign language interpretation (Kouroupetroglou and
Pino, 2011; Matshedisho, 2010). This means lectures, through literature review and assistance from the
university’s learner support centres, need to be aware of the special needs of their students and find innovative

ways to package their learning material in a suitable manner.

3. Students with Disabilities not adequately accommodated

Barriers related to teaching and assessment can be attributed to lack of support for teaching and learning. This
leads to poor academic achievements. This is consistent with SwDs who are not accommodated because of lack
of awareness by lecturers, inadequate support from the university or lack of will. A lecturer reported the

following:

“we are not accommodating SwDs because, I mean like I said, we are still using eh, printouts, we are
still making copies...” (Male Academic Staff 4, College of Law).

“There’s a lot of students who are lagging behind, who are not getting any assistance because we are
not planning for them, we are not doing anything to help them. So, | think as a University or as a
department or as a college of education, we are failing, eh, more specially those students who have got
disabilities, they are our students as well” (Female Academic Staff 5, College of Education).

“I think weve neglected SwDs as a department and in the college as well. We don’t have any voice
recordings as yet or... braille form for our study material at the moment” (Male Academic Staff 3,
College of Agricultural Sciences).

“Well, the module is designed only for people who can read and write. For SwDs like the blind people
I don’t know because there is no voice that is accompanying the learning unit, it’s only text, text, text,
text” (Female Academic Staff 2, College of Human Sciences).

Matshedisho (2007) asserts that support services structures for SwDs in the South African greater education
scheme, find themselves in a contradictory conjuncture of rights, benevolence, and disability social model remains
true. The move towards equitable access to education at the subject university shows a steady trajectory. Opening
up education through open pedagogy and open learning material should be made a priority. The findings of the
current study confirm what is highlighted by DHET (2013) when it says despite the strong legislative and policy
framework for addressing disability in the education sector, access and support for people with disabilities remains

limited.



Institutional Factors

The University of South Africa, Open Distance Learning, Clause 4, Sections 4.1.1 until 4.1.5. pledges
comprehensive ODL institution that will augment the participation and access to student support services,
opportunities for development for previously disadvantaged communities, this includes the students with
disabilities. The policy further pledges support for the students who are struggling academically, keep an eye on
retention and throughput and where needs be develop strategies for supportive interventions. It also promises staff
development so that the staff is better prepared to teach and support all the students including those with
disabilities (Ngubane-Mokiwa, 2013). The findings of the current study contradict the policies that have been put
place by the institution. Lecturers highlighted ODL specific issues when working with their students. They further

spoke specifically about the responsibility of the university to deal with issues regarding disabilities.

“But because. We are not a residential University where | am able to then, almost have a feel of
whether the students understand what I’'m saying to them or not, it’s quite difficult to measure or to
monitor their impact of the learning support activities, especially where the students are not
responding, so you go there, try and engage and you don’t get any, uhm, eh eh eh, so they don’t
reciprocate” (Male Academic Staff 2, College of Human Sciences).

“S0, for me personally so far I'm trusting the institution, to do all the right things to make sure that
our disabled students are taken care of.” “Mmm, soo (pause) Accessibility for me, (pause) globally, 1
think is the University’s responsibility to make sure that there is accessibility, uhm... or accessibility is
embedded in in in in, our tuition material, and, uhm, ja, basically” (Female Academic Staff 1, College

of Science, Engineering and Technology).

“Unfortunately, I think we do not have much of a freedom to decide as to how we design our material.
I am not saying this with a negative connotation but | am trying to allude to the fact that even when it
comes to the issue of time in designing that material it’s all about, and I'm being honest here, It’s all
about meeting deadlines to make sure that your material is there, but to sit down and actually reflect
and think that this material that | am preparing now will all my students be able to, | think accessibility
we cannot only limiting it to receiving the material but are they able to receive and actually understand
and make sense of the content of that material?” (Female Academic Staff 3, College of Agricultural
Sciences).

In tertiary institutions, the dynamics that militate against students with disabilities are multidimensional. Besides
the fact that tertiary institutions are not initially and purposely built to accommodate students with disabilities like
special schools, these students do face challenges in terms of gaining physical access to infrastructure, negative
attitudes from others, lack of appropriate services and programmes (Ngubane-Mokiwa, 2013; Ngubane-Mokiwa
& Khoza, 2016; Tugli et al., 2013a; Tugli, Zungu, Ramakuela, Goon, & Anyanwu, 2013b).

Implications for practice

Teaching at a distance and through online means requires careful curriculum design and delivery. SwDs have

made significant progress in degree courses within which they receive more academic support. This progress can



be witnessed in the increase in numbers of SwDs successfully completing their qualifications. The progress can
also be seen in the increase in SwDs enrolling for their postgraduate qualifications. The university recorded two
blind students receiving their doctoral degrees which they completed within the specified minimum period of
three years. There is no doubt therefore that if the academic staff can prioritize their awareness of the learning

needs of SwDs, more students will complete their qualifications through open and distance learning.

Conclusion

This paper sought to explore the experiences of ODL academic staff on dealing with the learning needs of SwDs.
Although further education is a Constitutional imperative in South Africa, views by lecturer’s at Unisa suggests a
need for the management of the institution to play a leading role in respect of opening up education for SwDs.
Generally, Unisa lecturers understand academic accessibility but blame institutional constraints, in terms of
adequate resources, for the exclusion of SwDs. This shifting of responsibility, wherein the SwDs blame the
lecturers as indicated in the literature, and the lecturer’s blame the management and support staff, is indicative of

a lack of clear and authoritative government policies on opening up education for SwDs.



References

Christie, P. (2008). Opening the doors of learning: Changing schools in South Africa. In Changing Schools in

South Africa: Opening the Doors of Learning. Sandton: Heinemann Publishers.

Cooper, M. (2014). Meeting the needs of disabled students in online distance education-an institutional case study

from The Open University. Distance Education in China.

Cooper, M. (2015). Symposium report: impacts of ICT on supporting students with disabilities in higher
education, Makuhari, Japan, Feb 13" 2015. Open Learning: The Journal of Open Distance and e-Learning, 30(1),
93-96.

Council on Higher Education. (2005). South African Higher Education responses to students with disabilities:

Equity of access and Opportunity. Pretoria, South Africa.

DaDeppo, L. M. W. 2009. Integration factors related to the academic success and intent to persist of college

students with learning disabilities. Learning Disabilities Research & Practice, 24, 122-131.

DeBerard, M. S., Spielmans, G. I., & Julka, D. L. 2004. Predictors of academic achievement and retention among

college freshman: A longitudinal study. College Student Journal, 38, 66—80.

Department of Higher Education and Training. (2018). Strategic Policy Framework on Disability for the Post-

School Education and Training System.

Dong, S. & Lucas, M.S. 2016. An Analysis of Disability, Academic Performance, and Seeking Support in One

University Setting. Career Development and Transition for Exceptional Individuals 39(1), 47 — 56.

Douce, C.; Porch, W. & Cooper, M. (2010). Adapting e-learning and learning services for people with disabilities.
In: 1% International AEGIS Conference: Access for All in the Desktop, Web and Mobile Field: an End-User and
Developer Perspective, 7-8 October 2010, Seville, Spain.

Disabiliity Management Services. (2011). Disability in Higher Education.
https://doi.org/10.1787/9789264105072-en

Fraser, W.J. & Maguvhe, M.O. (2008). Teaching life sciences to blind and visually impaired learners. Journal for
Biology Education, 42 (2): 84-89.

Fresen, J.W. & Hendrikz, J. (2009). Designing to promote access, quality, and student support in an Advanced
Certificate Programme for Rural Teachers in South Africa. International Review of Research in Open and
Distance Learning, 10(4) (Online).

Hall, C. W., & Webster, R. E. 2008. Metacognitive and affective factors of college students with and without

learning disabilities. Journal of Postsecondary Education and Disability, 21, 32-41.

Heiman, T. 2006. Assessing learning styles among students with and without learning disabilities at a distasnc-

learning university. Learning Disability Quarterly 29 (1), 55 — 63.



liyoshi, T., & Kumar, V. (2007). Opening up Education: The Collective Advancement of Education through Open
Technology, Open Content, and Open Knowldge. Cambridge, MA: The MIT Press.

Inamorato dos Santos, A., Punie, Y., & Castafio-Mufioz, J. (2016). Opening Up Education: A Support Framework
for Higher Education Institutions. https://doi.org/10.2791/293408

Kouroupetroglou, G. & Pino, A. 2011. A Model of Accessibility Services Provision for Students with Disabilities
in Higher Education. Proceedings of the International Conference Universal Learning Design, 8-11 February
2011, Brno

Lee, Y. & Choi, J. 2011. A review of online course dropout research: implications for practice and future research.
Education Tech Research Dev 59: 593-618. DOI 10.1007/s11423-010-9177-y

Makoe, M.E. 2012. Bridging the Distance: The Pedagogy of Mobile Learning in Supporting Distance Learners.

Matshedisho, K. R. (2007). Access to higher education for disabled students in South Africa: A contradictory
conjuncture of benevolence, rights and the social model of disability. Disability and Society, 22(7), 685-699.
https://doi.org/10.1080/09687590701659535

Matshedisho, K.R. 2010. Experiences of disabled students in South Africa: Extending the thinking behind
disability support. South African Journal of Higher Education 24(5), 730 — 744.

McGinty, J.M. 2016. Accessibility and inclusion in higher education: an inquiry of faculty perceptions and

experiences. Published dissertation. Ann Arbor: ProQuest.

Morrison, J., Brand, H., & Cilliers, C. (2009). Students with Disabilities in Higher Education. Acta Academica,
41(3), 201-223. https://doi.org/10.17645/si.v6i4.1792

Moses, E., Van Der Berg, S., & Rich, K. (2017). A society divided: How unequal education quality limits social
mobility in  South Africa. Retrieved from http://resep.sun.ac.za/wp-content/uploads/2017/03/2372-
Resep_PSPPD_A-society-divided WEB.pdf

Mukhari, S.S. & Mathipa, E.R. 2017. The Fault is not in Students: But in the Programmes and the Teaching Open
Distance Learning Institutions Provide: A Case of Adult Basic Education and Training Students. International
Journal of Educational Sciences, 17:1-3, 215-223.

Mutanga, O., & Walker, M. (2017). Exploration of the academic lives of students with disabilities at South African
universities: Lecturers’ perspectives. African Journal of Disability, 6(0), 1-9.
https://doi.org/10.4102/ajod.v6i0.316

Ngubane-Mokiwa, S. A. (2013). Perceptions and Implications on Blindness at an Open Distance Learning
Institution in South Africa. Journal of Social Sciences, 37(2), 157-165.
https://doi.org/10.1080/09718923.2013.11893214

Ngubane-Mokiwa, S. A. (2014). Critique of Open Access policy through Harry Frankfurt’s Bullshit theory. La

Pensee Journal, 76(9).



Ngubane-Mokiwa, S. A., & Khoza, S. B. (2016). Lecturers’ Experiences of Teaching STEM to Students with
Disabilities. ~ Journal  of  Learning for  Development, 3(), 37-50. Retrieved  from
http://search.ebscohost.com/login.aspx?direct=true&db=eric& AN=EJ1107233&site=ehost-live

Rao, A.N. 2015. Perceptions of students with disabilities on support services provided in higher education

institutions. International Journal of Sociological Research 8 (1-2), 101 — 118.

Rumble, G. 2000. Student support in distance education in the 21st century: Learning from service management,
Distance Education, 21:2, 216-235, DOI: 10.1080/0158791000210202.

Seale, J.K. (2006). E-learning and disability in higher education: accessibility research and practice. Routledge.

Simpson, O. 2000. Supporting Students in Open and Distance Learning. London & New York: Taylor & Francis
Group.

Slater, R., Pearson, V.K., Warren, J.P. & Forbes, T. (2015). Institutional change for improving accessibility in the
design and delivery of distance learning-the role of faculty accessibility specialists at The Open University. Open

Learning: The Journal of Open, Distance and e-Learning, 30(1), 6-20.

Sloan, D., Stratford, J. & Gregor, P. (2006). Using multimedia to enhance the accessibility of the learning
environment for disabled students: reflections from the Skills for Access project. ALT-f, Research in Learning
Technology, 14(1), 39-54.

The Higher Education Academy. 2006. Embedding success: enhancing the learning experiences of disabled

students.

Tait, A. 2000. Planning Student Support for Open and Distance Learning, Open Learning: The Journal of Open,
Distance and e-Learning 15(3): 287-299, DOI:10.1080/713688410

Troiano, P.F., Liefeld, J. A. & Trachtenberg, J. V. 2010. Academic Support and College Success for Postsecondary
Students with Learning Disabilities. Journal of College Reading and Learning, 40(2), 35-44. DOI:
10.1080/10790195.2010.10850329

Tugli, A. K., Zungu, L. I., Ramakuela, D. T., Goon, D. T., & Anyanwu, F. C. (2013a). Perceived challenges of
serving students with disabilities in a historically disadvantaged tertiary institution , South Africa. African Journal
for Physical, Health Education, Recreation and Dance (AJPHERD), 1(2), 346-355.

Tugli, A. K., Zungu, N. J., Ramakuela, D. T., Goon, D. T., & Anyanwu, F. C. (2013b). Perceptions of students
with disabilities concerning access and support in the learning environment of a rural-based university. African
Journal for Physical, Health Education, Recreation and Dance (AJPHERD), 1(2), 356-364.
https://doi.org/10.1002/(SI1C1)1096-9861(19961216)376:3&It;361::AID-CNE2&4gt;3.0.CO;2-0

Wiley, D. 2010. The Open Future: Openness as catalyst for an Educational Reformation. EDUCAUSE Review,
45(4): 14-20.



Zawacki-Richter, O., Kondakci, Y., Bedenlier, S., Alturki, U., Aldraiweesh, A. & Piplichhuysen, D. (2015). The
Development of Distance Education Systems in Turkey, the Russian Federation and Saudi Arabia. European

Journal of Open, Distance and E-learning, 18(2), Online.



