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This article explores the viability of implementing a technology learning programme 
in a school for learners with special educational needs. TechnEd (the former RAUTEC), 
Bernina, the school and the Gauteng Department of Education were involved in the 
project. The nature of the project required a qualitative, action research approach 
using group interviewing, observation and narratives to gather data. The action 
research allowed for evaluation, planning and action after every session. Qualitative 
data analysis methods were applied. The project had the following educational value 
for the learners: cognitive, personal and social skill development.
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die leerders ingehou: kognitiewe, persoonlike en sosiale vaardigheidsontwikkeling.
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Matthews (2003: 96) observes the following with regard to 
learners in detention: “In a juvenile prison I see the strug-
gles of these youth every day. What seemingly begins as 

‘learning differences’ often advances to chaos, crime and shattered 
lives behind bars”. These learners, who have been incarcerated for 
a specific transgression, have very few opportunities to turn their 
school education around. Kollhoff (2002: 11) confirms this: “Correc-
tion education represents the last chance many of our students will 
have to be successful in school. [...] If we are unable to reach these 
students, there is a high probability that they will return to our ju-
venile or adult correctional facilities”. Learners in detention should 
be offered intensive learning programmes that will not only excite 
and keep alive their interest but also accomplish learning gains:1 
“When we provide education to individuals in a correction setting 
the chance that they will return to the system decreases” (Kollhoff 
2002: 11).

This point of departure is also supported in current policy on 
education. Policy documents state that in respect of reform schools 
and schools of industry, the Ministry of Education will collaborate 
with the Ministry of Social Development and the provincial depart-
ments of education to ensure that children and youth awaiting trial 
in these schools are provided with a supportive and effective learning 
and teaching environment, and that appropriate assessment prac-
tices and clear criteria and guidelines for their placement are estab-
lished (DoE 2001: 27). A range of programmes would be available 
in reform schools, schools of industry and places of safety. All learn-
ers in custody or protective environments would receive education. 
The Department of Education would provide a range of education 
services and education-related support, and will work closely with 
other relevant departments (Justice, Correctional Services, Police, 
Health, and Welfare) to provide a holistic service (DoE 1997: 57). 
An inclusive education and training system is organised so that it can 

1	 A learning programme is guided by the National Curriculum Statement (NCS), 
and includes content (procedural and conceptual knowledge, as well as skills) 
and instructional methods (DoE 1992).
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provide various levels and kinds of support to learners and teachers 
(DoE 2001: 6).

Our technological environment is developing at an ever-increas-
ing pace, and the natural world is shrinking (Ankiewicz 2003: 3). 
According to Ellul (1990: 15) technology is our new environment 
– in fact, it is the new nature in which we live (Van Schalkwyk 1996: 
26-8). Teachers in juvenile correction schools must ask themselves 
how they are preparing their learners to return to this technological 
society where technological problem-solving plays a crucial role. A 
technology learning programme creates a climate for project-based 
activities and teamwork which encourage learners to ask questions 
enabling critical and problem-solving skills (Ankiewicz 2003: 18). 
Learners in LSEN schools generally have made poor choices in the past. 
Many have found the academic nature of the formal school system dif-
ficult, and few have had the opportunity to experience a technology 
learning programme at school as it was often absent or not available 
to them. They have not only been left behind, but also been left out. The 
reality in juvenile correction schools is that learners will ultimately 
return to society. It should be much more acceptable to society that 
they return with the skills necessary to succeed (Kollhoff 2002: 11), 
such as problem-solving skills taught in technology classrooms.

Clearly, the education that needs to be presented within a short 
period of time under extremely emotional circumstances should 
achieve lasting learning gains for learners in detention. These learn-
ers are now part of a school system that is different, one characterised 
by concepts such as “resocialization” and “offence cycle”. Unfortu-
nately, the classrooms have no windows, no crash gates at the front 
door, and no razor wire around the playground (Matthews 2003: 96). 
Because these learners are not interested in learning it is also essen-
tial to create a dynamic intervention of which they necessarily will 
want to be part of and which will promote lasting learning: “They are 
also given the time and a relatively safe place to practice what they 
have learned before returning to their communities” (Kollhoff 2002: 
12). These learners find it more difficult to learn: “Investigators [...] 
report some data suggesting that the cognitive progress of delin-
quents lags behind that of nondelinquents” (Hains & Miller 1980: 
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22). It is crucial to provide a learning environment that is conducive 
to learning and that incorporates the necessary scintillating contents 
and challenges to get these learners learning.

In this kind of learning environment learners should learn to 
think of different ways to accomplish an objective. Many examples 
and opportunities should be provided to practise creative skills. 
Learners should learn how to ask the relevant questions and how 
to identify an existing problem. Unstructured situations should be 
provided and, under guidance, learners should be given the oppor-
tunity of finding solutions. During the problem-solving process one 
should restrain from labelling or categorising problems or solutions 
too quickly (De Swardt 1998: 34-61). The quality of an idea must 
be evaluated on the basis of its consequences; original and relevant 
ideas should be rewarded.

Technology education is a powerful tool in the provisioning of 
such a learning environment, because different types of thinking 
such as critical and creative thinking, decision-making, problem-
solving and design are all recognised as critical aspects of learning 
and instruction in technology education (Ankiewicz & De Swardt 
2002, Jakovljevic 2002). Technology education provides opportu-
nities for learners to practise the subprocesses of complex thinking 
by means of a variety of learners’ tasks and activities (Ankiewicz 
2003: 18). “Complex thinking” is an umbrella term for all other 
subprocesses (creative thinking, critical thinking, decision-making, 
problem-solving and design) and skills of higher level thinking (Ja-
kovljevic et al 2004).

The aim of the project was to investigate the viability of the 
introduction of a technology learning programme in a LSEN school 
where learners stay for indefinite periods of time, and to offer guide-
lines for the introduction of technology education into the school 
curriculum for learners with special educational needs.2 The purpose 
of this article is to report on how learners in detention experienced 
the technology learning programme.

2	 For the purposes of this study, learners with special educational needs are learn-
ers who experience barriers to learning and development. These special needs 
must be addressed to ensure effective learning (DoE 1997: 2).
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1.	 Background
The specific school for learners with special educational needs where 
the research was done caters for approximately 85 learners, both boys 
and girls, between the ages of 12 and 17 years (Grades 3 to 11). 
Learners reside at the school for a period of three to four months while 
they are waiting for the juvenile court to take a decision on whether 
they should be placed in a place of safety, in their family’s care, in 
foster care or in a children’s home. The majority of these learners 
have made poor progress at school and have repeated grades because 
they lack inspiration to learn in hostile surroundings; they are thus 
frequently absent from school. They suffer from a poor self-image 
and come from poor, broken families where social problems such as 
physical and emotional abuse, molestation/sexual harassment, and 
drug and alcohol abuse occur (Landsberg et al 2007: 27-37).

Technology education was never part of the curriculum at this 
specific school. The technological process that forms the backbone of 
technology education consists of the following ten stages: problem 
statement; design brief; investigation; proposal; initial ideas; research; 
development; planning; making, and evaluation (Ankiewicz et al 
2000: 128). These stages are to a large extent congruous with the 
assessment standards that are associated with learning outcome 1 in 
the National Curriculum Statement (NCS), and are part of the pro-
cedural knowledge (“knowing how”) of technology education (Van 
Niekerk et al 2010: 195).

A technology learning programme, as part of a pilot project, was 
implemented for both male and female learners between the ages 
of 13 and 15. They followed the learning programme for the sub-
strand Textiles as part of the strand Materials and Processing (learn-
ing outcome 2, according to the NCS (DoE 2002)). The assessment 
standards associated with learning outcome 2 are the conceptual 
knowledge (“knowing that”) of technology education. The ten stag-
es of the technological process were used as an explicit organisational 
framework for the technology learning programme (McCormick et 
al 1994: 7, McCormick 1997: 151, Mawson 2003: 119).
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The project was divided into two phases, each phase consisting 
of two, two-hour sessions. Twenty learners attended the first phase. 
Learners had to design and make patterns and products using textiles 
to solve problems or satisfy needs in a real-life context. These textiles 
were coarse, and learners could paint and glue objects onto the mate-
rial/fabric. Due to the learners’ background, certain safety measures 
had to be adhered to, for example no scissors were given to learners, 
and glue, paint and other tools and equipment had to be controlled 
by the technology teacher.3

Based on the recommendations by the technology teacher at the 
end of the first phase, the group attending the second phase was 
limited to ten learners, as a large group of 20 learners with this kind 
of background was not practical. Learners who attended the first 
phase were not allowed to attend the second phase. One learner, how-
ever, enjoyed the first phase so much that he nagged the technology 
teacher until he was allowed to attend the second phase.

2.	 Methodology
The research was conducted as a case study, as this allowed for the 
uniqueness of the situation to be investigated and described. This 
provides for a holistic approach that is of a qualitative nature. The ac-
tion research strategy allowed for the systematic gathering of infor-
mation and making sense of this from the perspective of the partici-
pant, the teacher and the learners (Denzin & Lincoln 1994:329). In 
order to improve the facilitation of technological problem-solving 
it was necessary to change the instructional strategies by applying 
the following stages of action research: diagnosing, action planning, 
action taking, evaluating and specifying learning (Baskerville & 
Wood-Harper 1996). Action research also values the participants’ 
knowledge, stimulates critical questioning and contributes to better 
planning and action during the intervention.

3	 A technology teacher is a person or facilitator who creates an atmosphere con-
ducive to technology learning. Facilitation is drawing on the ideas, experiences 
and beliefs of a group so that they arrive at conclusions and decisions that are 
really their own and enabling them to take responsibility for their learning 
(Crowther 1995: 414).
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The intervention entailed a technology learning programme 
based on textiles, introduced for LSEN learners in the specific school 
described in the previous section. In technology education, Textiles 
is categorised as a substrand of strand 3: Materials and Processing 
(GDE 1999: 11). Due to the special circumstances of the learners, 
traditional teaching was substituted with facilitation of learning, 
and the technology teacher was also required to create a safe, pleasant 
classroom atmosphere conducive to learning under the previously 
outlined circumstances.

An observation schedule, based on indicators of creativity in a 
technology classroom (Vandeleur 1999), was used as an observation 
guide, and field notes were taken while learners were busy in class. 
Vandeleur’s observation schedule was introduced during the first 
session of phase one and during both sessions of phase two. The tech-
nology teacher made field notes based on her observation and then 
adapted the presentation accordingly. 

Two group interviews were held with learners and one individual 
interview with the technology teacher in addition to observations 
of learners’ activities and behaviour in the technology classroom. 
Learners’ expectations and experiences of the learning programme 
were explored by means of open-ended questions during group in-
terviewing before the start of both first sessions and at the end of the 
second of both phases.

Qualitative data analysis methods were applied (Creswell 1994: 
153-60). Guba and Lincoln’s model for trustworthiness explains 
four main aspects of trustworthiness that should be taken into ac-
count in qualitative research (Krefting 1991: 214-22). In this study, 
truth, value and consistency were confirmed by the method of verify-
ing results with the participants. To ensure neutrality (objectivity) 
researchers participating in this study used recording and analysis 
of data with time increments due to the fact that action research in 
this qualitative study implies simultaneous gathering and analysis 
of data in different time sequences. Applicability cannot be con-
firmed, because of the uniqueness of the situation. This might be 
proven in another study. 
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3.	 Findings
The following findings were derived based on the expectations of 
learners, the observation during the intervention, and the interviews:

3.1	 Group interviews with learners before the first session 
of each phase

Although there were different learners in the two groups/phases, 
both groups expressed similar expectations before the first session of 
each phase. Learners expected personal gain through participation 
in the programme. This was evident in the following categories that 
were derived, related to learners’ expectations in both phases: 

A need for enjoyment•	
Learners wanted to have a pleasant time. In the words of one of them: 
“we want to have fun ”. Enjoyment encourages learning (De Swardt 
1998: 38). The fact that learners expected to experience enjoyment 
could also indicate that they were seeking a reason to be happy. Al-
brecht (1980: 14-6) describes “happying”as a functional thinking 
skill. To be happy is a decision and also a strategy to execute the deci-
sion. It could indicate a state of mind informing one that one is living 
effectively according to one’s decision. Michalko (1998: 261) indi-
cates that play and creativity have much in common, because when 
one plays, objects and actions are used in an unusual way. According 
to him, “an environment of playfulness and humour is highly con-
ducive to creativity”. People are more relaxed and less rigid in their 
thinking and they lose some inhibitions when they play. A group in 
a playful environment will generate a much wider range of options.

Knowledge and skills•	
Learners also wanted to gain knowledge and skills through participa-
tion in the project: “I want to learn something”; “to show the world 
what I have done”; “I want results”. This indicates that learners ex-
pected to produce something tangible that other people could see. 
The fact that learners wanted to gain knowledge demonstrates that 
they are aware that one needs knowledge in order to make progress. 
Knowledge is dynamic; it is not something static that one person 
transfers to another. Knowledge is also created each time somebody 



Acta Academica 2010: 42(3)

238

learns a new concept: “The acquisition of knowledge is an active 
mental process” (Halpern 1996: 5). Because learners were involved 
in resource and capability tasks, they developed knowledge about 
processing of materials as well as developing their psychomotor and 
cognitive skills (creative, critical and problem-solving skills).

A need for socialisation and group interaction•	
Learners also expressed a need for socialisation and group interac-
tion: to “learn how to get along and cooperate”. According to Petty 
(1997: 173-4), the instinct to be respected by others and to have 
self-esteem like the need to be accepted by a group, as described 
by Maslow, creates extrinsic motivation which leads to intrinsic 
motivation. The need to “get along [and] cooperate” (Landsberg et 
al 2007: 102) might have contributed to the learners’ motivation. 
Being with, talking to and observing other people help to gener-
ate ideas and provide inspiration and stimulation. Connecting with 
people as one of the strategies is to “free your creative spirits and find 
your great ideas” (Ayan 1997: 60).

3.2	 Observing learners’ activities during the sessions
In general, the observation of all but the first session indicated that 
the expectations of the learners were met to a large extent. After the 
first session, which was disorganised and unpleasant for both the 
technology teacher and the learners, disciplinary measures were in-
troduced by the learners via a teacher. Thereafter everybody adhered 
to the rules laid down in class, and learners proceeded to quietly 
designing and working during the ensuing sessions. Learners were 
focused and proceeded with their work. They seemed to enjoy the 
sessions. Group interaction, where people communicate and respond 
to one another, stimulates the structure and role (interpersonal rela-
tions); leadership within a group, and group cohesion where people 
feel they belong and are creating things together. Skill-building, 
task-building and problem-solution creation are the results of group 
discussion (Orlich et al 1994: 232-5).

The observation results of the three sessions obtained by Vande-
leur’s (1999) observation schedule are discussed below. Observation of 
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these indicators during the sessions indicated that cognitive develop-
ment took place. According to Albrecht (1980: 18), “thinking is a 
skill which you can improve if you want to”. The learners’ positive 
approach opened their minds implicitly for learning and thinking. 

3.2.1	 Direct indicators of creativity
Development of ideas•	

Many learners drew hearts or cut hearts out of textile. They could not 
tell how they arrived at the idea, as the idea-generation stage of the 
technological process involves creative thinking. This was probably 
based on the open-ended ideas which the technology teacher shared 
with them on the first day of phase one. Wakefield (1996: 488) em-
phasises the importance of open-ended ideas and problems where 
learners are given the freedom to choose. This provides for greater 
creativity opportunities (Vandeleur 1999: 30). Learners should go 
beyond the one-idea outlook; they must pursue more than one idea, 
and be given freedom of choice in gathering ideas and information 
(De Swardt 1998: 43, Vandeleur 1999: 28-9). Hugo (Albrecht 1980: 
212) states that “having a good idea is a pleasurable experience for 
anyone – a sort of cerebral high”. 

Original ideas were represented in very personal designs, with 
specific personal meaning. One learner painted a Bad Boy sign, 
“because I love this bad sign”. One learner had a “passion ribbon 
for God”; another one designed a “stop aids campaign”; one learner 
demonstrated the athletics field next to his home, because he loves 
his home and the field, and one did a Nike logo because Nike spon-
sors the kickboxing team to which he belongs. Petty (1997: 16) 
describes this phase as the “inspiration” phase. According to him, 
this phase is often associated with a very individual voice. It is an 
attempt to conjure up deep feelings such as empathy or religion, 
although approximately 90% of these ideas are normally rejected. 
On the other hand, a person’s simultaneous love for new ideas and 
reactive fear of them often kill the idea instantly, because the person 
fears being wrong and laughed at.

Critical thinking was observed to some extent because some learn-
ers did careful planning and held discussions with the technology 
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teacher, asking questions, analysing, synthesising, and/or evaluat-
ing information in order to make something worthwhile. Halpern 
(1996: 21) describes critical thinking as “the intimate connection 
between thinking and feeling”. This includes cognitive processes, 
communication and understanding. Some learners rather hurriedly 
just went ahead and did whatever came into their minds, without 
planning or thinking it through “ek doen net wat in my kop kom”. 
In this instance, one would have expected the technology teacher to 
have guided those learners step-by-step through the ten stages of the 
technological process (Ankiewicz et al 2000: 128). However, due to 
time constraints this was not possible.

Enjoyment was obvious – they even played music during the ses-
sions. Having fun through play opens up the creative spirit that allows 
one to see new things, get new insights and make new connections 
(Ayan 1976: 126). The aesthetics of the product was also important, 
because they wanted results that they could show to the world. They 
also complemented one another on their work (De Bono 1984: 19).

Experimenting•	
Risk-taking and the cyclical procedure of experimenting followed 
by evaluating, planning and again experimenting were observed. 
This was also evident in one learner’s comment “begin, weet nie 
wat om te doen nie, toe doen jy later allerhande dinge”. Experi-
menting was clearly evident even among learners who just dived 
into the project without planning. Risk-taking and recklessness are 
often necessary to unlock the self-belief that stimulates creativity in 
a person (Petty 1997: 62). Experimenting cannot happen without 
mistakes (Vandeleur 1999: 44). Learners must learn that failure is an 
important part of life and that success is built upon previous failures 
(Halpern 1996: 379). 

3.2.2	 Indirect indicators of creativity
Persistence•	

This is probably the one indicator of creativity that was absent to a 
significant extent in many of the learners. The majority of the learn-
ers persisted at the beginning, but after an hour, they became tired 
and just wanted to finish the product. A few, however, did persist 



De Swardt et al/Implementing a technology learning programme

241

with a great deal of care. Tolerance, willingness to grow and work 
through obstacles, intrinsic motivation and a preparedness to work 
for recognition are all necessary in order to be creative (De Swardt 
1998: 41, Wakefield 1996: 488). Persistence is a major factor of crea-
tive success, and people have to take risks and learn to persevere until 
they have reached their goal (Ayan 1997: 278).

Influences•	
Group interaction, cultural influences as well as values and motiva-
tion were evident during the observation of the learners.

The group interaction was good, although learners had to work in-
dividually. They helped one another on their individual projects, which 
was indicative of a cooperative learning group, where there was shared 
responsibility for each other. Social skills can be developed within such 
cooperative learning groups (Gunter et al 1995:224, Landsberg et al 
2007: 102). The sharing of ideas, skills and responsibilities within a 
group contributes to learning (De Swardt 1998: 48-50). 

Cultural influences and values were observed all the time and 
were evident in the products. One learner painted his father sleeping 
under a tree, the other a soccer field next to the school. People’s values 
and beliefs are embedded in their cultural background. Culture has 
an influence on everything one does (Gross 1994: 55, Landsberg et 
al 2007: 37).

Motivation is associated with persistence. The learners were free 
to leave whenever they wanted to, but the majority of the learners 
were motivated to such an extent that they completed the learn-
ing programme. Building self-esteem was observed in some learners 
who took pride in taking the article home to give to a relative, boy-
friend or superintendent at the boarding house. During the inter-
view at the end of the session, one learner commented: “I experienced 
self-respect”. Intrinsic motivation comes from within the person and 
contributes to self-confidence (Halpern 1996: 378). The learners’ 
freedom to explore and create also enhanced intrinsic motivation and 
the following six conditions which tend to hamper intrinsic motiva-
tion were absent: “constant evaluation; surveillance; reward; compe-
tition; restricted choice; extrinsic orientation towards work”.
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Throughout the technology learning programme learners were 
involved in resource tasks (short practical activities which engage 
learners’ thinking processes and help them to develop knowledge 
and skills) and capability tasks (helping learners to develop and dem-
onstrate cognitive, psychomotor and technology-related skills; con-
tent (subject matter) knowledge; values and attitudes; and utilise 
technological problem solving) (Givens & Barlex 2001).

3.3	 Group interviews with learners after the sessions
The group interview on the experience of learners in both phases 
confirmed that expectations were met. Learners confirmed that they 
thoroughly enjoyed the learning programme: “it was nice”; “lekker 
om dit te maak”; “die goeters is sharp”; “I had lots of fun ”. It is gener-
ally accepted that the fascination and enjoyment experienced in the 
learning situation and in performing a task/project elicit a specific 
motivation resulting in the required commitment and persever-
ance by learners to remain involved until final success is ultimately 
achieved (Petty 1997: 176). Learners, who enjoy being involved in 
the learning situation, are more susceptible to learning, are more 
creative and remember the learning experiences better (De Swardt 
1998: 38).

Learning took place because learners stated that they had learnt 
many things such as how to match colours. They felt that they learnt 
skills and self-respect. One learner showed gratitude by thanking the 
technology teacher for her input during the learning programme. 

Learners compared technology education with other subjects. 
They had no negative comments on technology education. The fol-
lowing positive comments proved the learners’ preference for tech-
nology education: “this is more fun”; “elke dag sal ek dit wil doen”; 
“it is more fun”. It is clear from the comments that learners want to 
do what they enjoy most.

3.4	 Interview with the technology teacher after both phases
The technology teacher’s first experience was unpleasant, be-
cause she could not control the learners: “ek het die kinders totaal 
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onbeheerbaar ervaar”. According to her, the following behaviours of 
learners caused obstacles that affected the presentation of the session: 
provocative behaviour; jealousy; no respect for one another; rushing 
through tasks; poor communication with the technology teacher; 
lack of interest to be creative as many were doing what the person 
next to them was doing; lack of attention; lack of discipline, and 
strong manipulative behaviour. 

The teacher is regarded as the “conductor” of the “orchestra” in the 
classroom – the teacher, who could be authoritative, guiding, tolerant, 
or aggressive creates a specific classroom climate. A positive classroom 
climate can be recognised in mutual respect and self-respect; trust; 
high moral values; personal participation by learners; academic and 
social growth; care; cohesion and renewal. Among the most important 
factors believed to have an influence on the classroom climate are the 
teacher, the learners, the educational programme, and discipline and 
classroom control which is a reflection of the teacher’s instructional 
capabilities. Learners feel safe in an environment in which there are 
rules and discipline. If learners do not experience security, they cannot 
concentrate on learning (Abdool 2000: 16).

After the first session of the first phase, learners expressed a need 
to create the following climate in the class: They wanted each per-
son to respect one another and make the day a pleasant one, also for 
the technology teacher; learners wanted to learn how to get on as a 
group; learners laid down rules for using the glue and paint, so that 
everybody could have the opportunity to use the equipment. This 
indicates that learners can take responsibility and regulate their en-
vironment guided by the technology teacher who possesses instruc-
tional skills in teaching a technology learning programme in special 
schools. Creativity and productivity decline in an environment that 
is hostile with negative energy and conflict (Ayan 1997: 81).

The follow-up sessions in phases one and two were positive and 
productive. The technology teacher had a more positive experience 
of the second group. The reasons for this were the smaller size of the 
group (“rustiger as die vorige groep, omdat dit ’n kleiner groep is”) 
more personal attention paid to learners, and a different approach 
(“ek het ’n ander benadering tot hulle gehad”) (Gunter et al 1995: 
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245). The technology teacher realised that only one instruction at a 
time should be given (a step-by-step approach) and that the materi-
als for decoration (paint and articles) should be kept away until they 
were needed. 

The fact that the first group showed their products to the learners 
in the second group might have better prepared them for what they 
were to expect. The second group was more susceptible to ideas and 
utilised more of the technology teacher’s ideas. This is an indication 
that the technology teacher needed to provide work sessions on the 
development of creative thinking skills where the basic principles of 
creative thinking are taught.

4.	 Discussion
In order for LSEN to benefit from such a project, three vital ele-
ments need to be combined, supporting one another like the sides of 
a triangle: the instructional skills of the technology teacher; an ap-
propriate learning programme, and a classroom climate conducive 
to learning. If the three sides of the triangle are equally strong and 
supportive of one another, this could have the following educational 
values for LSEN:

Cognitive development•	
When learners are provided with the opportunity to generate ideas, 
experiment and be creative, the possibility for cognitive development 
is enhanced:

Build minds [...] not prisons [...] by infecting them with the desire 
to know before they can become entangled with cocaine. In lieu 
of society building prisons to incarcerate its failures of the future, 
teachers can build minds. If every year a single child could be de-
railed from a life of crime by each teacher [...] the impact could be 
tremendous (Marble 1992: 63).

Personal development•	
Learners in detention are “hiding behind a shoddy facade of brash-
ness, they have little respect for themselves or anyone else. Their self 
confidence is remarkably fragile” (Marble 1992: 62-3). Motivation, 
persistence and improvement in self-image and self-value contribute 
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to the personal development of the learner, and a teaching-learning 
situation should be such that it promotes these aspects.

Social skill development•	
Learners in detention are “depressed and discouraged” (Matthews 
2003: 97). Social skill development is possible where both the tech-
nology teacher and the learners exhibit positive group interaction, 
internal group discipline and individual support.

5.	 Conclusion
Learners’ positive experience of the learning programme confirms 
that cognitive, personal and social skills, with educational value for 
LSEN, can be developed by means of a technology learning pro-
gramme. Despite the necessity and need for more research in this 
regard, for example extending the research to learning programmes 
for the remaining strands (structures, systems and control) and their 
associated substrands, the abovementioned research findings already 
indicate that technology education should be included in the cur-
riculum for LSEN schools.

Technology education in LSEN schools could promote learners’ 
creativity, learning, self-esteem, group interaction and enjoyment. In 
this particular context, technology education should be presented to 
very small groups, preferably groups of not more than ten learners.
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