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Abstract 

Poverty alleviation has been the South African (SA) government’s central policy issue since Apartheid 

without success. Hence, this study selected a paradigm shift. Instead of focusing on poverty alleviation, the 

study constructed a positive mirror image of poverty: prosperity attainment. Notably, the SA government 

has been using job creation as a policy instrument in vain. Some countries have enacted the Technical 

Vocational Education and Training (TVET) model and used it as a central policy mechanism for poverty 

alleviation. Yet poverty alleviation is the means to an end, and the end should be prosperity. In South Africa, 

there is an absence of a holistic policy framework for TVET implementation across basic education, tertiary 

education, and industry, which makes coordination difficult. Hence, this study explored TVET policies 

from China, Finland, Germany and Nigeria to assess the best-fit elements. The primary objective of this 

study was to explore how TVET can be an instrument for prosperity realisation. 

The challenges that inhibit prosperity are neither linear nor straightforward. Hence, this research explored 

TVET policies using a qualitative research approach to bring a deep and robust understanding of the com-

plex issue under investigation. This research was ontologically driven by the notion that what transpires in 

the world is not equivalent to what people see. Therefore, the study adopted critical realism (CR) as a 

philosophical worldview. Moreover, the study used the case study research strategy to answer the research 

questions and a systematic review of documents to collect data, which it analysed inductively using the-

matic analysis. 

The findings suggest that TVET may enable good governance when curricula are infused with a nationalist 

ideology, spiritual culture and ethics. Moreover, the results suggest that TVET could enable environmental 

sustainability by facilitating ecological revolution through incorporating environmental sustainability edu-

cation. Moreover, a TVET curriculum may likewise facilitate economic sustainability by enabling eco-

nomic development through entrepreneurship. Lastly, TVET could advance social sustainability by ena-

bling employability, which entails self-employment and industrial employment. The synthesis of findings 

leads to the conclusion that TVET could enable sustainable socio-economic development, thus enabling 

prosperity. 

Based on the findings and conclusions of this study, the researcher recommends that the South African 

government considers reintegrating basic and higher education to prevent fragmented governance of the 

TVET model. Bringing the two departments under one ministry could ensure effective and coherent path-

ways and implementation of TVET. The study further recommends that the National Treasury conducts an 

expenditure analysis and cost modelling exercise to ensure equitable funding of TVET in rural areas, urban 

areas, and previously disadvantaged communities. Additionally, the government should consider scrapping 

the pre-specified generic curriculum across the country and tailoring the curriculum content per student 

(considering the knowledge and skills the students already possess)—enhancing the students’ career pro-

spects cognitively and innovatively while reducing the learning period. 
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“[We live] in a world of finite resources, constrained by strict environmental limits, still characterised by 

islands of prosperity within oceans of poverty”. (Jackson & Senker, 2011) 

 

 

“Imagine no possession—I wonder if you can; no need for greed or hunger; a brotherhood of man. Imagine 

all the people, sharing all the world”. John Lennon 
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CHAPTER ONE 

1.  INTRODUCTION AND BACKGROUND TO THE STUDY 

1.1. Introduction 

“It is better to solve the right problem the wrong way than to solve the wrong problem the right way”. –

Richard Hamming 

Nelson Mandela spent twenty-seven (27) years in prison fighting for prosperity for all through a democratic 

South Africa (SA) (SAHO, 2013). Since the 1994 advent of democracy, poverty and inequalities have per-

sisted in disenfranchising South Africans of prosperity. Many government interventions over the past 

twenty-seven (27) years have been in vain. Perhaps the SA government is committing the error of the third 

kind (having the right solution for the wrong problem). For example: Wilbur Wright (1867 – 1912) and 

Orville Wright (1871 – 1948) (the Wright brothers) in the United States (US) are known for the motor-

operated aeroplane invention. But most people are oblivious to the odds stacked against the Wright brothers. 

They were without funding, given the risks involved. Instead, the US government invested the present-day 

equivalent of approximately R25 million in the National Aeronautics and Space Administration’s (NASA) 

Professor Langley. This was in vain. At the time, the flying model was a bird; consequently, most scientists 

adopted ‘best practices’ by replicating the bird’s flying method by creating wings fruitlessly. Notably, the 

Wright brothers’ discovery did not come from creating improved wings but from the hydraulics theory of 

lift (Crouch 1987:34-46). Hence, the US’ investment in the ‘bird model’ for flying was misplaced. The 

Wright brother’s innovative approach was successful.  

Analogising the Wright brothers’ scenario to the TVET model in South Africa, costly employment creation 

interventions have not been effective. This raises questions: Has the SA government been investing in an 

unsuitable approach to TVET? Is the SA government using the wrong policy instruments1? Or is it the 

neoliberal discourse and economic growth targeting within which the TVET model should be contextual-

ised? Nevertheless, economically prosperous nations have demonstrated a nexus between the TVET ap-

proach and prosperity. Why is this not the case in SA? 

South Africa is an exceedingly rich country due to abundant natural resources, yet it is among the world’s 

most poverty-stricken regions. Simultaneously, it is the most unequal country on earth (Schneider, 2018:30; 

Bond, 2003:24; Narsiah, 2002:13). Despite adopting job creation as a central policy instrument for poverty 

alleviation, there has been persistent high unemployment rates and poverty levels despite the post-Apart-

heid reforms (RSA, 1996; RSA 2012; Ramnath 2015; Masters 2019). High unemployment has been struc-

tural primarily due to the mismatch in the supply and demand of skills, resulting in constantly growing 

______________________________ 
1 A policy instrument is a connection between policy formulation and policy implementation. The intent in policy formulation is 

demonstrated in policy implementation through a policy instrument to accomplish policy objectives adjusted to social, political, 

economic issues (Capano & Howlett, 2020).  
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poverty levels. Hence, this study adopted a paradigm shift. Instead of focusing on poverty alleviation, it 

highlights a positive mirror image of poverty: prosperity attainment. It is worth noting that affluent coun-

tries use TVET as a central instrument to attain prosperity. Thus, this study explores how the SA govern-

ment could use TVET as a policy instrument for the prosperity discourse (Section 2.4 discusses public 

policy in more detail). The exploration entails a transnational comparative analysis of TVET approaches 

through multiple case studies. There will be four cases: China, Finland, Germany and Nigeria. In chapter 

2, the study will explain why the study chose these cases. 

This chapter is organised as follows; after the introduction, the background covers the broad research prob-

lem. Next, the chapter discusses the narrow research problem, research questions, and research objectives. 

Thereafter, it points out the justification for undertaking the study. The research methodology section is 

followed by the dissertation outline. Finally, the synopsis section concludes the chapter. 

1.2. Background 

To redress the past imbalances caused by Apartheid, the SA government focused on growth facilitated 

development through neoliberal policies except for the ‘Reconstruction and Development Programme’ 

(RDP), which the International Monetary Fund (IMF) conspicuously opposed (Kapoor, 2011:10) as it was 

socialistic inclined. The RDP sought to end poverty through job creation, using social infrastructure provi-

sioning and focusing on development rather than economic growth (RSA, 1994). The RDP emphasised 

equitable education, health care, water and sanitation, work opportunities and land redistribution as essen-

tial priorities (Aliber, 2003:475). It was discontinued within two years and replaced with the “Growth, 

Employment, and Redistribution” (GEAR) policy. The emphasis of GEAR was a 6 percent growth, which 

was supposed to enable the government to create one million new formal and largely private-sector jobs 

within five years (Treasury, 1996). The IMF-backed neoliberal GEAR necessitated the phasedown on social 

programmes (Kapoor, 2011:10). The GEAR policy failed, and the ‘Accelerated Shared Growth Initiative 

of South Africa’ (ASGISA) policy succeeded it. The ASGISA set a target of halving unemployment through 

economic growth between 2004 and 2014— ASGISA never achieved its targets. SA is currently imple-

menting the National Development Plan (NDP) 2030, which started in 2012.  

The NDP set a goal of eliminating extreme poverty and halving unemployment by 2030; notably, the dis-

claimer in the NDP is that economic growth must be above 5 percent (RSA, 2012:39). In 2015, 18.8 percent 

of South Africans were poor; in 2019, the share increased to 55.2 percent (World Bank, 2019). Poverty, 

unemployment, and inequalities have been on the rise since the NDP started, which may signal that it is 

likely to fail. Remarkably, some countries have successfully escaped the poverty trap post-colonisation, 

which raises the question: how did they manage to eradicate poverty?  

A good example is China, more especially considering its population size. China currently has the fastest 

growing economy, the second largest globally after the US. China escaped the poverty trap by implement-

ing continued reforms incrementally (Ang, 2016:242). At what cost to the environment, though? —is the 
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underlying question. Notably, China has done exceptionally well in the fight against poverty. Human capital 

development has been central in the ‘China miracle’, particularly through TVET. 

Sub-Saharan Africa (SSA) is both the poorest and the youngest region globally regarding average age (Fox 

& Thomas, 2016; Eicker, Haseloff & Lennartz, 2017). Youth unemployment is high throughout the region; 

it is twice that of adult unemployment (Tabengwa et al., 2017:1). SA is one of four countries in SSA that 

have been graded as upper-middle-class by the World Bank. Two-thirds of the SA population is in the youth 

category (World Bank, 2019). The SA TVET system is seemingly ineffective as the unemployment rate 

keeps rising. The current youth unemployment is 55 percent (Stats SA, 2019). According to Equality Edu-

cation (2016), graduates from TVET colleges are of inferior quality, contributing to the high unemployment 

rate.  

According to Van der Berg (2017), employers do not target South African TVET graduates. In the first 

quarter of 2018, the percentage of unemployed TVET college graduates was twice that of university grad-

uates (Stats SA, 2018). According to the SA Minister of Higher Education, the industry is disinclined to 

employ TVET graduates in SA (Nzimande, 2020). Nevertheless, some scholars (Baatjes et al., 

2014:68,84,198; Arfo. 2015:227) argue that there is a stigma challenge. While Tabengwa et al. (2017:54) 

highlight a mismatch between industry needs and the TVET curricula. Tabengwa et al. (2017:54) interject 

that the TVET curricula do not respond to regional contexts. It is generic across the country, despite the 

geographical diversity of different provinces. Notably, Section 29 of the SA Constitution states that citizens 

have the right to education (RSA, 1996). It is the nature of curricula that determines the meaningfulness of 

expression of the right to education. 

1.3.  Statement of the Research Problem  

The policy issue of high poverty levels in SA due to skills shortages restrains prosperity, while there is 

evidence of TVET as a potent instrument for opulence in economically prosperous countries. In SA, the 

government’s focus regarding TVET has been mainly on tertiary education. Hence research has been con-

ducted mainly on TVET colleges. Thus, the Centre for Development and Enterprise (CDE) (2015:10) rec-

ommends that the SA government urgently develop a policy for mainstreaming TVET into basic education. 

Furthermore, according to Van der Berg (2017), there are problems in the TVET college sector, and the SA 

government needs to conduct holistic research.  

Accordingly, Sithole (2019:64-72) points out poor teacher quality, sub-standard infrastructure, and man-

agement challenges in SA TVET colleges. In comparison, Badenhorst & Radile (2018:3) highlight inferior 

teaching as the causal factor on the unattractiveness of TVET colleges to the youth, as they mostly favour 

universities—consequently, these authors insist that the government's investment in TVET has been in vain. 

Moreover, Makgato & Moila (2019:336) found that the SA TVET system lacks industry involvement, re-

sulting in the misalignment in the supply and demand of skills. Likewise, the fragmented governance of 

TVET across basic education, tertiary education and the industry creates an additional dimension of 
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complexity. The sentiments above signify the need for a holistic TVET policy that will enable integrated 

TVET implementation by the government, industry, and the private sector in the prosperity pursuit. This 

requires a paradigm shift and radical thinking in the TVET sector instead of rhetorical commitments (Akoo-

jee, 2016:13). The question becomes: How could a holistic, multidimensional TVET policy enable SA to 

prosper? The next section raises pertinent questions and objectives whose outcomes seek to address the 

research problem. 

1.4. Research Questions and Objectives 

In light of the research problem, the study posed a central research question and three sub research questions 

as follows. 

1.4.1. Research Questions 

(i) The central research question (CRQ):  

How can a TVET policy enable prosperity?  

It is worth noting that prosperity is an everyday word typically defined in economics theory as GDP growth 

per capita. Nonetheless, this study regards prosperity as not just a subject of wealth, but a broad concept, 

incorporating physical health, ecological well-being, and quality of life. Chapter Two conceptualises pros-

perity in more detail. The preliminary literature review reveals that prosperity related concepts are employ-

ability, entrepreneurship, and development (Toniolo, 2019; Bunt et al., 2019; Al-Jubari &Mosbah, 2021). 

Hence the research sub-questions are as follows. 

(ii)  The research sub-questions (RQs): 

RS-Q#1 How can TVET a policy enable employability? 

RS-Q#2 How can a TVET policy enable entrepreneurship? 

RS-Q#3 How can a TVET curriculum enable development? 

1.4.2. Research Objectives 

(i) The primary objective of the study is to explore how a TVET policy can be an instrument for 

prosperity attainment.  

(ii) Secondary Research Objectives (SRO) are as follows. 

SRO#1 To discover mechanisms in TVET policies that can enable development. 

SRO#2 To examine elements of TVET curricula that can enable entrepreneurship. 

SRO#3 To determine elements of TVET policies that can enable employability. 
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1.5. Study Rationale 

Education is a basic right in SA. Chapter 2, sec 29 (1) (a) and (b) of the SA constitution states that “everyone 

has a right to basic education; the government is obliged to progressively avail further education through 

reasonable means” (RSA, 1996). Moreover, SA has an international legal obligation to provide quality 

education; SA is party to the United Nations’ International Covenant on Economic, Social and Cultural 

Rights [ICESCR] (UN, 1996).  

In the case between “the Governing Body of the Juma Musjid Primary School and Others v Essay NO and 

Others 2011 (8) BCLR 761 (CC)”; when navigating its way to the accurate decision, the Constitutional 

Court considered the ICESCR. The judge cited the contents of General Comment 13 of this covenant which 

states:  

Education is both a human right in itself and an indispensable means of realising other human rights. As an 

empowerment right, education is the primary vehicle by which economically and socially marginalised 

adults and children can lift themselves out of poverty and obtain the means to participate fully in their 

communities. Education has a vital role in empowering women, safeguarding children from exploitation 

and hazardous labour and sexual exploitation, promoting human rights and democracy, protecting the en-

vironment, and controlling population growth. Increasingly, education is recognised as one of the best fi-

nancial investments States can make. But the importance of education is not just practical: a well-educated, 

enlightened, and active mind, able to wander freely and widely, is one of the joys and rewards of human 

existence” (UN, 1996). 

In SA, poverty eradication strategies have been anchored on job creation. Paradoxically the unemployment 

rate has been constantly increasing. This is a structural issue due to the mismatch in the supply and demand 

of skills—high-quality education accessible to everyone is the solution (Jones, 2020). Hence, the underly-

ing rationale that justifies this study is the need for a holistic TVET policy framework to enable South 

African prosperity. 

1.6. Research Methodology 

The challenging problems that inhibit prosperity are neither linear nor straightforward. Therefore, this re-

search explored TVET policies from four countries using a qualitative research approach to bring a deep 

and robust understanding of the complex issues under investigation. Teherani et al. (2015:669) assert that 

“qualitative research is a systematic inquiry into social phenomena in natural settings”. The qualitative 

approach demands that a researcher observes the world with the supposition that nothing is insignificant. 

In other words, all that exists can potentially be a hint that might unlock deeper comprehension of what is 

being studied (Bogdan & Biklen, 1997:6). Notably, this research was ontologically driven by the notion 

that what transpires in the world is not equivalent to what people see. Hence, the study adopted critical 

realism (CR) as a philosophical worldview from an ontological perspective. The hallmark of critical realism 

is that humans cannot equate reality to their comprehension of it and that knowledge is influenced by cul-

tural inheritance and historically conditioning. Critical realism resonates with “epistemic relativism”. Ac-

cording to Wilson (2001:177), indigenous people’s reality is dynamic due to cultural influence. 
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CHAPTER TWO 

2.  NAVIGATING THE TECHNICAL AND VOCATIONAL EDUCATION AND TRAINING 

INTERNATIONAL LANDSCAPE 

2.1. Introduction  

“A literature review is a critical analysis and synthesis of existing knowledge relevant to a research prob-

lem” (Hart, 2018:2). Rowley and Slack (2004:32) assert that a literature review categorises concepts in 

related literature. This chapter will critically analyse, evaluate, and synthesise the existing literature on the 

literature’s research topic. The chapter aims to illuminate contributions and gaps in the body of knowledge 

and state how findings and conclusions from the study will help address those gaps. The study explores 

how SA could attain prosperity through the TVET model. The chapter goes on to discuss constructions of 

neoliberalism ad public policy before examining facets of the TVET model. The selection of countries from 

which secondary evidence is drawn to present case studies is justified before the theoretical framework 

driving the study is articulated. Before reviewing the literature, the chapter will clarify key concepts. It is 

worth mentioning that prosperity has related concepts that are critical for the study, which the chapter will 

discuss next. 

2.2. Clarification of Concepts 

Prosperity and its related concepts like poverty, development, education, good governance, and corruption 

seem to have clear-cut or obvious meanings until scholars probe them more deeply. These concepts are 

firmly established in history and civilisation. Hence it is not easy to decipher and acknowledge their intrin-

sic constructs. This chapter probes these concepts in this section; next will be the central concept: prosper-

ity. 

2.2.1. Conceptualising Prosperity 

The SA NDP states, “We respect the ability, competence and talent; now our economy is growing; our 

prosperity is increasing” (RSA, 2012:17). There are rival concepts of prosperity, which chiefly fall into 

four paradigms – the economic, social, ecological, and spiritual. The most dominant paradigm of prosperity 

is grounded in economics theories. The definition of economic prosperity globally is growth in Growth 

Domestic Product (GDP) per capita (Borowy & Schmelzer, 2017:1). According to Jackson & Senker 

(2011:51), this is a Western phenomenon. However, prosperity is not merely a matter of wealth or income, 

but a more extensive phenomenon, encompassing “health, ecological well-being, opportunity and quality 

of life” (Jackson & Senker, 2011:49-50; Moore, 2018:1502). Attaining sustained prosperity depends on 

providing capabilities for people to prosper–bounded by the finite planet’s ecology and resources (Jackson 

& Senker, 2011:49-157). There are examples of regions wherein the opportunity cost of economic prosper-

ity has been ecological disasters that resulted in endless human suffering. One example (see Figure 2-1) is 

central Asia, where the Aral Sea dried up due to rivers diverted for industrial farming irrigation. 
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concerned with the nature of poverty and the other one with the threshold of poverty. In other words, the 

former is concerned with poor in what sense and the latter with poor from which viewpoint. Furthermore, 

Leyens’ framework for defining poverty has three elements: formal definition, conceptual definition, and 

indicators. Leyens (2014) makes an example of a formal definition as: “a condition in which people cannot 

live in a sufficiently decent manner”. This definition leaves open the concept of “sufficiently decent living”. 

At a theoretical level, the definition provokes a debate of what constitutes living decently? What are the 

essentials? Are they commonly identical for all human beings? If food is a constituent of essentials, should 

it be classified in terms of commodities such as meat and mielie meal or characteristics such as nutrition 

and calories?  

2.2.3. Conceptualising Education 

It is widely accepted that education entails imparting knowledge and instilling societal values (Hotmart, 

2020). However, scholars have different views about education. According to Philip (2008), education is 

intended to enhance employability; most students acquire education to improve employability prospects. 

While Chomsky (1995:3) argues that education is designed for obedience and passivity, it prevents free 

thinkers from childhood. In other words, education is intended for social control. (Ibid) argues that capitalist 

systems use education to produce instruments of production and oppression. Thus, this section may infer 

that lack of education in capitalist or neo-liberal systems may result in unemployed and ultimately destitute 

people. Ngcwangu (2014) argues that education is not ‘ideologically neutral’ and occurs within the rubric 

of capitalist accumulation strategies and maximisation of profits. Vally and Motala (2014:44) assert that 

education based on only the aptitude regardless of social status and power (or marginalisation) is deceptive 

since its effects are expressive of such relations of power and continue to reproduce social inequality.  

This section has established that education entails much more than simply academic knowledge imparting. 

In summing up, this section favours Kadir & Nimota’s (2019:2) definition of education. (Ibid) postulates 

that “education is the development of a complex of knowledge, skills, attitude, and value by which people 

may improve their lives and sustain their nation.” Moreover, (ibid) asserts that education is a critical ele-

ment of good governance, which this section will explore next. 

2.2.4. Conceptualising Good Governance 

According to the IMF, before there can be prosperity, there must be growth, and before there can be growth, 

there must be good governance. In other words, the causal chain for poverty alleviation is as follows, good 

governance→growth→prosperity (IMF,1997). According to Villoria (2021), the state must prevent corrup-

tion to achieve good governance. Corruption is the primary cause of bad governance, which is the view 

supported by Karstedt (2001:300); Karstedt’s study concluded that countries with high-income inequality 

have high levels of corruption, resulting in poor governance and slow growth. In other words, when there 

is poverty, there is poor governance. States accomplish public administration modernisation by primarily 

eliminating corruption. “As countries grow rich, a burgeoning middle class demands more accountability 
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and protection of individual rights, leading eventually to capitalist democracies” (Ang, 2016:2). According 

to (ibid), it is logically spontaneous that strong, “law-bound” state-run institutions characterise all thriving 

economies. Likewise, the IMF suggests that developing countries must duplicate the prosperous countries’ 

checklist of model practices. Consequently, the development would naturally grow from an excellent insti-

tutional base (IMF 1997). The modernisation theory leaves open how the developing countries should deal 

with the cyclical causal effect of poverty and corruption. 

Furthermore, on a theoretical level, the social contract is rooted in good governance (see Figure 2-2), which 

means the inherent relationship between the state and people is founded on the principles of “accountability, 

transparency, responsiveness, equitable and inclusiveness, consensus-oriented and participatory, govern-

ment, follows the rule of law and should be effective and efficient” (Nzimakwe and Pillay, 2014:5). Kadir 

& Nimota (2019:2) sums up Figure 2-2 by postulating good governance as “full respect of human right, 

participation of people in decision making, transparency and accountability, resources management, equity, 

access to knowledge and the likes that foster responsibility towards the realisation of goals and objectives”. 

Figure 2-2: principles of Good Governance 

 

Source: Adapted from Nzimakwe & Pillay (2014) 

Thus, this section sums up good governance as a political-administrative interface that ensures the citizens’ 

will is realised through public policies by establishing rules that ensure efficient service delivery, enabling 

social development.  

2.3. Neoliberalism  

Neoliberalism is a capitalist system for social domination, which has philosophical origins in Adam Smith’s 

free-market capitalist economy (Saad-Filho & Johnston, 2005:10). However, it is worth mentioning that 

there are differentiated definitions of neoliberalism. For example, Whyte & Wiegratz (2016:229) define it 

as an economic growth model based on the government’s removal of capital controls. Moreover, it includes 

supply-side economic policies comprising tax reduction for the rich and corporates—fiscal policies fixated 
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According to Dunn (2017:5), the purpose of policy analysis is to deliver ‘policy-pertinent knowledge’ 

regarding five categories of questions:  

1) Which policy issue a policy analyst seeks to resolve? 

2) What are the expected policy outcomes? 

3) What are favoured policies? 

4) What policy outcomes a policy analyst expects? 

5) To what extent the policy achieves the set goals? 

2.4.1.3. Policy Management 

The essence of managing policies is to ensure that they do not remain simply declarations of intent (De 

Coning, Koster & Leputu, 2018:236). According to (ibid), project and programme management are key 

mechanisms for managing policies. In both mechanisms, the common element is management—on the 

one hand, the widely accepted management elements are planning, organising, leading, and controlling. 

On the other hand, the success of a project is assessed within the rubric of time, cost, and quality, 

commonly known as the “iron triangle”. According to Radujković & Sjekavica (2017:608), project 

management assessment expands beyond the “iron triangle” and incorporates communication, risk, and 

financial and resource management. A Programme (in programme management) is the aggregate inter-

connected projects which seek to attain a common objective. Programme management must provide a 

level of governance above projects to ensure they are run efficiently, effectively, and economically.  

Now that the study has outlined public policy above, the attention will shift to TVET, as the main aim 

of the study is to explore if TVET policies can lead to prosperity. 

2.5. What is Technical Vocational Education and Training (TVET)? 

This section succinctly unpacks the term “technical and vocational education and training” and places 

TVET in a historical context to establish what it entails. It is worth mentioning that the term TVET is 

not universal. For instance, in other parts of the world, like the anglophone countries, the term voca-

tional education and training (VET) is used (Winch, 2013:90).  

Below is a brief clarification of the TVET acronym taken from Winch (2013): 

• Technical: a program relating to a technical and technological speciality such as information tech-

nology and engineering processes. 

• Vocational: program that primes learners for a particular specialist career such as law, built envi-

ronment, medicine or maritime.  

• Education: the process of expediting learning and knowledge development. 

• Training: focused skilling of participants in a specific field.  
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According to Oviawe, Uwameiye, & Uddin (2017), TVET is the uptake of skills to advance one’s eco-

nomic, [social] and technological prospects. Moreover, Galguera (2018:8) asserts that TVET is complex 

teaching and learning which incorporates multiple variables and elements to attain a common goal. It 

is notable that in SA, TVET is commonly associated with post-school learning. However, this study 

will demonstrate that TVET does not only relate to further education and training (FET) as an alternative 

to enrolling at a university. Even though some people associate it with dropouts at the school levels, 

TVET is offered in all education stages. Thus, TVET is a wide-ranging concept incorporating “formal, 

nonformal, and informal learning” from primary to tertiary education (Galguera 2018).  

Turning to the historical context, in most parts of the world, people have generally perceived TVET as 

a relatively unappealing educational option compared with university education (Ismail, 2019). Accord-

ing to Winch (2013:92), most people have historically associated TVET with lower levels of the work-

ing class devoid of elite status. It is worth mentioning that the stigmatisation of TVET globally is asym-

metric. For instance, in France, the stigma is minimal, as there is a TVET-academic interface. In that 

case, TVET transcends the pressing skills demands of the industries, and there is scope in the curriculum 

for academic progression. In SA, the government initiated the TVET systems in the 19th and 20th cen-

turies to supplement mining and railways activities (CDE, 2015:3). According to CDE (2015:3), the 

focus was on the production of white artisans. The concentration was on skills training, and there was 

no avenue for academic advancement. Consequently, many parents were not in favour of TVET. Instead 

of reforming the TVET sector, the present-day government offered TVET to those who struggled aca-

demically or were high school dropouts (Equality Education, 2016:8). Consequently, TVET became 

associated with inferior societal status. The scope and quality of educational services were conspicu-

ously mediocre for black students. The combination of these factors heightened the stigma attached to 

black TVET enrollees, a stigma that exists even until today (CDE, 2015:6). Furthermore, the SA edu-

cation system has been designed to produce white-collar workers instead of covering all aspects of the 

education system. Consequently, it is not producing skills that respond to the skills demanded by the 

economy (PMG 2018).  

2.6. TVET Framework: South Africa  

Since 1994, the South African government has reformed legislation for education and training. As a 

result, some TVET high school subjects were eliminated from the curriculum, including metalwork, 

bricklaying, and motor mechanics. There does not seem to be empirical evidence to support such elim-

ination (CDE, 2015:4). In 2009, South African educational offerings were sub-divided into two minis-

tries of basic and higher education. TVET programmes are shown in Table 2-7 on overleaf. 
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2.7. TVET Policies: International Context and Rationale  

Internationally, some scholars have explored the TVET phenomenon. For instance, Remington (2018) 

wrote a discussion paper exploring the possibility of adapting the German dual TVET system in the US, 

which has the world’s largest economy. According to Remington (2018:498), the US government in 

recent years has been vouching for the change of the US education system to be predominantly TVET. 

This is due to a considerable mismatch between demand and supply of labour in the US. Remington 

(2018) further claims that one reason countries remain trapped at the middle-income level is the incon-

sistent quality of TVET across the regions. Moreover, in 2011, Harvard University released a report 

which stated that most jobs now require extensive skills (Harvard University, 2011:500)—this high-

lights the importance of TVET going forward. The US’s rationale to reform the TVET system resonates 

with most African countries, especially Sub-Saharan Africa. The discussion now turns to the justifica-

tion for the cases selected for this study. 

2.8. Justification of the International Cases 

Notably, in SA, there is no dedicated policy for TVET across basic education, tertiary education and 

the industry. Hence, this study explores TVET related policies implemented in four countries drawn 

from three continents – two in the Global North and two in the Global South. The two Global North 

countries in Europe are Germany and Finland. The two Global South countries are China in Asia and 

Nigeria in Africa. All four countries have TVET Acts. The countries are the cases, and the TVET poli-

cies are the units of analysis. A cross-country comparative analysis is provided in Chapter Four. Ele-

ments that could be contextually appropriate for South African implementation are identified in Chapter 

Four and Chapter Five. Next is the rationalisation for the selection of these cases.  

2.8.1. China  

The People’s Republic of China is located in East Asia and is host to the world’s highest population. 

(1.44 billion). The Chinese economy is the largest in Asia and the second largest globally (Investopedia, 

2020). Since the reforms started in 1978, the Chinese economy has grown at an unprecedented average 

of 10 percent (World Bank, 2020). During the same period, extreme poverty decreased from 88 percent 

to currently 0.7 percent (Postiglione & Min Tang, 2019:131). China deliberately located almost 80 per-

cent of TVET institutions in rural areas and offered agricultural studies to alleviate poverty (Zouliatou 

2017:186). However, there are challenges that were faced by the Chinese TVET system, one of those 

was the stigma. China ‘miracle’ (poverty alleviation) is hinged on the TVET system. That is why the 

study selected China in Asia. 

2.8.2. Finland 

Finland is a unitary state located in Northern Europe. Some scholars, such as Sahlberg (2013), Morgan 

(2014) and Meriläinen et al. (2019), regard the Finnish education system as one of the best in the world. 
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It is founded on the principle of delegation of decision-making powers to the local municipal level and 

school levels (Koukku et al., 2014:23). There is no national curriculum; the government delegates cur-

riculum development to the school level. Vocational education is part of the school curriculum. Finnish 

TVET’s distinguishing feature is the centrality of individual competencies, the objective of which is to 

create new knowledge. That is why the study selected Finland. 

2.8.3. Germany 

Germany is a federal state located in central Europe. According to an overview of Germany conducted 

by EUBusiness (2020), Germany is the most populous European country, with over 81 million citizens. 

According to Investopedia (2020), the German economy is the largest in Europe and the fourth largest 

globally. The reason this study chose Germany is because of its excellent economic performance. Ac-

cording to many scholars and reports, German economic success is due to her Dual-TVET system. Due 

to its resounding success, the German TVET system has been replicated in over 100 countries (KfW 

Research, 2019:21; Remington, 2018). According to the World Bank (2019), extreme poverty in Ger-

many is at zero percent, and the unemployment rate is at 3.1percent. Furthermore, unlike most nations, 

the German education system also produces entrepreneurs, not just job seekers. This is demonstrated 

by the finding that more than 90 percent of German companies are SMEs employing less than ten people 

(KfW Research, 2019:16). Nigeria is one of the countries that have replicated some of the elements of 

the German TVET system. 

2.8.4. Nigeria 

Nigeria is a federal state located in West Africa and is host to the highest population in Africa. Accord-

ing to the World Bank (2019a), the current population is about 200 million – and about 50 percent (100 

million) of the citizens live in extreme poverty. The Nigerian economy is the largest in Africa. After 

regaining independence from Great Britain, Nigeria reformed the colonial education system, including 

the TVET sector (Okorafor & Nnajiofo, 2017:613). According to these scholars, TVET reforms started 

in 1977, but TVET has not yielded the desired results. The reason for which the study selected Nigeria 

is the similarities in socio-economic profiles of Nigeria and SA. 

Moreover, the Nigerian government has long acknowledged TVET, at least in policies, as the master 

key to unlocking prosperity (Okorafor & Nnajiofo, 2017:615). The Nigerian governmental policies 

were meant to lead Nigeria to prosperity through TVET, but the government has not achieved that 

objective. Okorafor & Nnajiofo (2017:616) claim that the problem is poor governance and weak struc-

tures. Moreover, they cite corruption, lack of political will, political instability, and corruption. The 

study draws lessons from the reasons causing Nigeria to be less successful than China, Germany and 

Finland. 
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Finally, O’Callaghan, Adapa, & Buisman (2020) used the MCI theory to develop a framework for an 

“investment strategy in the water” and a framework for academic dialogue on “water technology inno-

vation”. 

2.9.2. Moral Economy of Affection (MEOA) 

The pre-colonial African worldview on development was based on the conception that the living world 

relies on the connection between humans, nature, and the spiritual world (Rutatora & Nindi, 2008:180). 

As a result of colonisation, African ways of knowing and being changed to the Westernised ways that 

were [are] characterised by materialism (Arowolo, 2010:2; Madukwe & Madukwe, 2010:271). Moreo-

ver, some scholars assert that due to the Washington Consensus, which adopted capitalist neoliberal 

policies, inequalities created by the Apartheid system are exacerbated under neoliberalism (Schneider 

2018:30; Bond 2003:24; Narsiah 2002:13). Whyte & Wiegratz (2016:230) also corroborate the preced-

ing assertion. These scholars state that neoliberalism deepens poverty and inequalities and morals that 

are characteristically associated with neoliberalism “advance self-interest practice, individualism, ego-

ism, opportunism, cunning and disregard for the common good” (Whyte & Wiegratz (2016:232).  

Typically, poverty in Africa is prevalent in rural areas. According to the World Bank (2019c), 82% of 

people living in extreme poverty in Africa live in rural areas. Despite this gloomy picture, Sugimura 

(2007:49) believes that the capitalist world does not straightaway alter a peasant into a homo economi-

cus5. In peasant livelihood, family propagation is more important than individual profit maximisation – 

this was a starting point for Hydén’s (1980) ‘economy of affection’. Hydén (1980:13) broadly defines 

this economy as ‘Africa peasant’s socio-economic networks based on reciprocal relationships.’ The 

building blocks of Hydén’s theory are networks of kinship, friendship, and neighbourliness (Hydén 

(1980:13-113).  

There are successful examples of MEOA in the modern world. For example, new interpretations of 

MEOA are called ‘another development’ in Sweden and ‘endogenous development’ in Japan (Sig-

umura, 2007:55-56). In addition, the Miombo project in Tanzania, which aimed to research endogenous 

knowledge farming systems for sustainable development, used the MEOA (Sigumura, 2007:55-56). 

The Sigumura (2007:57) study found that capitalism has considerable limitations, especially regarding 

the deterioration of the environment and that MEOA is the viable solution for development.  

2.9.3. Congruence of the Theoretical Framework 

The moral economy is concerned with restoring African pre-colonisation norms of “reciprocity and 

subsistence”. If fittingly systematised, the moral economy may be fertile ground for innovation and 

technological systems resonating with Africans, especially those living in rural areas. Prahalad (2006:1-

______________________________ 
5 “In certain economic theories, people are portrayed this way: as ideal decision-makers with complete rationality, perfect 
access to information, and consistent, self-interested goals” see: https://www.investopedia.com/terms/h/homoeconomicus.asp 
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6) postulates an African economic perspective that indigenous people have a quantitative power to re-

invent the capitalist system in a way that resonates with the MCI mechanisms, innovation, and non-

consumption. Christensen et al. (2019) discovered that targeting non-consumption is ripe for innova-

tion, leading to entrepreneurship. In this study, prosperity through TVET is a dependent variable, and 

entrepreneurship is an independent variable along with development and innovation. The congruence 

of the MCI and MEOA theories as a theoretical framework helped achieve the objectives of this study, 

but the theories are not without weaknesses. The weakness of the MCI theory is that it only considers 

material affluence. This study acknowledges prosperity as an extensive phenomenon encompassing 

“health, opportunity and quality of life”, which are all dependent on ecological well-being.” The gap in 

the theory is how poor regions may improve their quality of life without relying on GDP growth? The 

MEOA theory suggests that prosperity can be attained without relying on GDP per capita. This helps 

overcome the weakness of the MCI theory. Figure 2-7 depicts the interaction between the dependent 

and independent variables followed by the theoretical propositions that emerge from the variables. 

Figure 2-7: Dependent and Independent Variables Yielding Theoretical Propositions 

 

Certain theoretical propositions are suggested by the interaction of the DV and IVs reflected in Figure 

2-7. These are that: 

a)  Education that incorporates entrepreneurship and indigenous knowledge is ripe for sustainable 

development. 

b)  Development should be based on the conception that the living world relies on the connection 

between humans, nature and the spiritual world, which may lead to prosperity. 

c) Prosperity is attainable when there are market-creating innovations and the custom of common 

reciprocity in society. 
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2.10. Chapter Synopsis 

This chapter first clarified prosperity and related concepts in depth to illuminate their fundamental con-

structs. After that, it explored neoliberalism as the initial review signalled that it has a significant causal 

factor on the research problem. Specifically, the review revealed that GEAR, ASGISA, and the NDP 

are SA poverty reduction strategies that fall under the umbrella of neoliberalism. Yet, post-apartheid 

poverty reduction strategies have done little to respond to poverty. Additionally, the chapter highlighted 

associated public policy concepts before exploring TVET, which is the central dependent variable of 

the study. This chapter pointed out the gap in the literature, which is the absence of a policy for South 

African TVET coordination and implementation. Thereafter, the chapter covered the theoretical frame-

work, which underpins the study. The theoretical framework is comprised of the MCI and the MEOA 

theories, which yield theoretical propositions that served as the frame of the study and were used to test 

the identified variables; in search for the development of a South African TVET policy instrument for 

prosperity attainment. The next chapter of the dissertation focuses on the research methodology applied 

in the study. 
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and stratified” ontology – unlike empiricism, CR assumes natural necessity (Bergene, 2007:11-12). 

According to Archer et al. (2016), CR is an alternative paradigm to positivism and is fundamentally 

different. Archer et al. (2013:190) argue that positivism can be characterised as (Observation + Corre-

lation = Explanation + Prediction), which relegates both natural and social reality. Critical realists assert 

that what transpires in the world is not equivalent to what people know. Thus, the definite realm com-

prises occurrences irrespective of humans’ comprehension. As Stevens (2020:6) puts it—CR contrasts 

with a “flat ontology”, which causes the “epistemic fallacy” of fusing our comprehension of reality with 

the actual reality. An iceberg metaphor in Figure 3-1 corroborates the above-mentioned assertion. One 

of the critical principles of CR is that ontology is not reducible to epistemology (Fletcher, 2017:182). 

In other words, people should not reduce reality to only the human comprehension of concepts. 

Figure 3-1. An iceberg metaphor for CR ontology. 

 

Source: Fletcher (2017:183) 

3.2.2. Epistemological Considerations 

“Critical realism [CR] does not advocate [for] an omniscient, mono-perspectival, value-neutral attempt 

to capture and fix the world in one scientific approach” (Stevens, 2020:6). In other words, from an 

epistemological standpoint, CR acknowledges the competing takes in developing a well-rounded ac-

count of a complex reality. According to (Bishop et al. 2002:611), “understanding worldviews of both 

the targeted community and ourselves is imperative if we are going to do more good than harm”. Fur-

thermore, CR acknowledges that the locus of our knowledge is cultural inheritance and historically 

influence. Hence, CR resonates with “epistemic relativism”, —which is “entailed both by ontological 

realism and by the transformational conception of social activity” (Bhaskar, 1998: 57-58 cited in Ste-

vens, 2020:6). Hence in addition to CR, this study had two more related epistemological positions: 

relativism and Afrocentricity.  

Relativism—There are different forms of relativism; however, this section focused on epistemological 

relativism. Relativism from an epistemological perspective maintains that knowledge claims are 
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deemed to be confirmed as true or untrue relative to specific epistemic criteria (Stenmark, Fuller & 

Zackariasson, 2018:2). In other words, truth is relative to the observer’s perspective; there is no absolute 

truth. This study acknowledges that knowledge is polluted by many factors, including locality, perspec-

tives, religion, and power relations—Archer et al. (2016) supports this view. 

Afrocentricity–This paradigm is based on the philosophical notions of traditional Africa (Thabede, 

2008:235). According to Wilson (2001:177), “our fluid reality as indigenous people are affected by our 

culture”. This study agrees with Wilson’s (2001:176) assertion that indigenous epistemology is inter-

personal and is shared with the cosmos and nature.  

3.2.3. Axiological Considerations 

 According to Hart (2010:1-2), the drawback of worldviews is that the mainstream focus is on “cogni-

tive processes” as the determining factor—this process disregards values such as spirituality and intui-

tion inherent in indigenous worldviews. Hence, this study values prosperity as not merely a matter of 

wealth or income but a more extensive phenomenon, encompassing “health, ecological well-being, op-

portunity and quality of life”. With the underlying paradigmatic perspectives in mind, the discussion 

turns to the research design followed by the research strategy. 

3.3. Research Design 

A research design is a systematic link between the research questions and the evidence gathered and 

scrutinised in a study (Yin, 2017:288). According to Saunders et al. (2009), a research design is much 

more than just systems by which data are gathered and methods by which they are scrutinised. However, 

a research design is an inclusive configuration that involves analysing the evidence accumulated and its 

source (Saunders et al., 2009). Moreover, a research design includes how evidence is construed to an-

swer the initial research questions. This study used a qualitative research approach. According to Tehe-

rani et al. (2015), “qualitative research is a systematic inquiry into social phenomena in natural set-

tings.” Furthermore, Aspers & Corte (2019:155) assert that qualitative research is an iterative process, 

and it aims to obtain a deeper understanding of a phenomenon through its exploration. 

3.4. Research Strategy and Type 

According to Rahi (2017:2), a research strategy is “a process of collecting and interpreting data with 

clear objectives”. This study used the case study to answer the research questions as the research strat-

egy. The conceptualisation of a case study contrasts across disciplines, particularly relating to the un-

derlying philosophies (Mills et al. 2010: xxxii)—this study focused on the social science (SC) concep-

tualisation. From a social science perspective, Kothari (2004:113) and Creswell & Creswell (2018:247) 

postulate that a case study is an intensive qualitative analysis of a particular social unit(s). In corrobo-

rating the preceding definition, Yin (2017:15) states that a case study is an in-depth empirical investi-

gation of a phenomenon (“the case”) within its real-world context. 
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2018:86). Schreier (2018:86) suggests that the study should provide comprehensive information about 

the context in which it is conducted to achieve transferability. This study adopted that suggestion. Fur-

thermore, the study considered the argument by Mills et al. (2010:500) that it is essential to offer the 

readers thick descriptions of the case to draw their conclusions about the characteristics of the case and 

the transferability of the findings to other settings.  

(iii) Confirmability and dependability 

Confirmability and dependability verify the research. The research can substantiate findings with trace-

able evidence, which results in logical conclusions (Mertens 2014). The study ensured an audit trail—

following Lincoln and Guba (1985) cited in Agostinho (2004), the research audit trail consisted of ele-

ments outlined in Table 3-2. Furthermore, the researcher used a reflexive journal for the entire study to 

further improve trustworthiness, which served as a portal of emotions and ideas. It recorded the whole 

dissertation and was a stronghold for the whole of the study. Lastly, it is imperative to note that trust-

worthiness is essential, but it is open-ended from a critical realist perspective. 

(iv) Methodological Rigour 

The study developed thematic frameworks for each case from the codes that emerged organically from 

the included studies to ensure a rigorous data analysis process. The procedure mentioned above assisted 

in collecting disjointed data into a coherent record and clarified connections between categories, which 

the researcher recorded in the NVivo software to aid in inductive analysis. 

3.6. Systematic Review of Documents  

The researcher grounded the study on document analysis through a systematic review as a data collec-

tion method. Systematic reviews require substantially more effort than traditional reviews—they stand 

out because they provide critical data about the cause and effect of phenomena across various settings. 

Accordingly, the study narrowed the scope to ensure that its focus was on records that provided a reso-

nant range of data for the research purpose. The study validated the documents based on the themes and 

sorted them into appropriate categories for further analysis.  

Furthermore, the study explored the research problem by drawing on primarily contemporary docu-

ments (not more than five years old). The documents entailed studies, public policy documents, and 

journal articles. The aim was to critically analyse and synthesise the available data to arrive at new 

cumulative conclusions and get a new perspective on the research topic. Next, the chapter will discuss 

the review process. 

3.6.1. Review Process 

A systematic review (SR) of documents is a rigorous scientific process encompassing planning, execu-

tion, and reporting of findings through a methodical exploration of documents (BCM 2020). Moreover, 
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the SR essentially answers research questions via a comprehensive search strategy to find and summa-

rise existing evidence to present unbiased findings. The study assessed the evidence through rigorous 

inclusion and exclusion criteria (Curtin University [CU], 2021). A SR involves several distinct activi-

ties; existing guidelines for systematic reviews have similar suggestions about the number and the order 

of activities. Nevertheless, a SR’s internationally recognised defining characteristics include the stages 

depicted in Figure 3-2. 

Figure 3-2: Review Process 

 

Source: Adapted from Kitchenham (2004:3) 

Sections 3.6.2 to 3.6.4 succinctly unpack Figure 3-2 (review process), starting with the planning of the 

review process. 

3.6.2. Planning the Systematic Review 

The planning process encompasses identifying the necessity for a SR and developing a review protocol, 

which will be discussed in detail next. 

3.6.2.1. The need for a review 

It is worth mentioning that a SR is not always the correct instrument for data collection. Hence, Pet-

ticrew & Roberts (2008:21) found that a study must meet the following criteria to assess the appropri-

ateness of a SR: 

• The author is uncertain about the effectiveness of a particular policy, while some research on 

the issue exists; 

• “In the early stages of developing a policy, when evidence of the likely effects of an interven-

tion is required”; 

• Where there are unanswered questions despite there being extensive research on the issue; 

• In instances when the researcher wants to gather sufficient evidence to recommend further re-

search on the issue; 
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• “When an accurate picture of past research, and past methodological research is required to 

promote the development of new methodologies.” 

In corroborating the criteria above, Kitchenham (2004:3) asserts that a need for a SR arises from a 

requirement of researchers to exhaustively consolidate the latest conclusions on a particular phenome-

non rigorously and impartially.  

3.6.2.2. Review Protocol 

There is consensus among some scholars that a review protocol is critical in SRs; for example, Kitch-

enham (2004), Petticrew & Roberts (2008) and Haddaway, Pritchard & McGuinness (2021). The work 

of these scholars shows that a protocol universally entails the steps in Figure 3-3 below. 

Figure 3-3: Systematic Review Protocol 

 

Source: Kitchenham (2004), Petticrew & Roberts (2008) and Haddaway et al. (2021) 

Below, this sub-section will briefly discuss Figure 3-3, starting with research questions. 

i) Research Questions: According to Čablová, Pates, Miovský & Noel (2017:176), in a SR, for re-

search questions to be relevant for formulating the study’s inclusion and exclusion criteria, the questions 

must complement the study objectives and methodology. Hence, this study identified a central question 

and sub-questions which complement the objectives (see section 1.4). The questions and objectives are 

then consistent with the theoretical propositions stated in section 2.9.3, based on the theoretical frame-

work. The researcher took the questions, objectives and theoretical framework into consideration when 

determining the research design and methods. 
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indicators that measured the methodological strengths and weaknesses of the included studies, keeping 

in line with the pillars of trustworthiness discussed in section 3.5.1. 

vii) Data Synthesis and Results: Data synthesis entails gathering and summarising the outcomes of 

the selected primary studies. The study extracted data from the selected primary studies and arranged 

them according to the assessment questions. Moreover, it used a structured matrix to illuminate corre-

lations and dissimilarities between study conclusions—this is corroborated by Aromataris & Munn 

(2020), who maintain that it is vital to recognise both the results’ homogeneity and heterogeneity. Con-

sequently, the study arranged the results to illuminate divergence and convergence. Notably, the study 

enabled the reproduction of the findings by explicitly describing the processes and results from the data 

analysis. 

3.6.3. Conducting the Review 

The study conducted the assessment using the SR protocol discussed above. The review entailed: iden-

tification of research→selection of primary studies→quality assessment→data extraction and monitor-

ing→data synthesis (see Figure 3-3). 

3.6.3.1. Identifying research and recording search activities 

Identifying research in a SR is the location of maximal primary studies relating to the research ques-

tion(s) through a rigorous, unbiased search strategy. According to CSU (2021), a search strategy is 

critical as it enables a structured, coherent search of data relevant to the research questions. Figure 3-4 

encompasses the search strategy that this study used. Simultaneously, the researcher kept a record of 

the search activity. This study embraced CSU’s [Charles Sturt University] advice, which states that a 

search strategy must keep a search log or journal describing the search activities in detail. The researcher 

must likewise keep track of search terms to help others reproduce the researcher’s steps and arrive at 

the same or similar conclusions (CSU 2021). Therefore, the search strategy shown in Figure 3-4 served 

both searching and recording purposes. 

3.6.3.2. Selecting Primary Studies (Search Strategy) 

Selecting primary results in a structured and consistent manner requires a search strategy, which is 

demonstrated meticulously in Figure 3-4. This section provides a more detailed explanation of the 

search strategy, identifying the main concepts in light of Figure 3-4 on overleaf.  
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Figure 3-4: Systematic Review Search Strategy 

 

Source: CSU (2021) 

(i) Identification of Main Concepts 

Figure 3.4 calls for the identification of main concepts. This starts with formulating research questions 

(CSU, 2021). This study extracted dependent and independent variables in Chapter 2, which helped 

formulate critical concepts. Moreover, in chapter 2, the study established that the four cases would be 

China, Finland, Germany, and Nigeria, which was equally helpful in formulating main concepts. A 

dependent variable would be prosperity, while the independent variables would be entrepreneurship, 

development, and innovations. Below are the research questions with main concepts in italics. 

Central Research Question: How can a TVET policy enable prosperity? 

The dependent variable from the central research question is prosperity. It is worth mentioning that this 

study in chapter 2 defined prosperity as follows: 

Prosperity is not merely a matter of wealth or income but a more extensive phenomenon, encom-

passing “health, ecological well-being, opportunity and quality of life.”  
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access to the University of KwaZulu Natal library for eBooks. According to CSU (2021), “academic 

libraries have invested heavily in books published by reputable and scholarly publishers”. The added 

advantage of such publications is that they comprehensively cover the research topic compared to jour-

nal articles (CSU, 2021). Grey literature is typically material that is not peer-reviewed or index-linked 

to bibliographical records. Moreover, grey literature includes government reports (web-based and hard 

copies), circulars, technical papers, and various non-scholarly documents. The study noted the asser-

tions by, Enticott, Buck & Shawyer (2018:1) and Petticrew & Roberts (2008:280) that it is vital to 

include grey literature in a study to avert the possibility of biased reporting due to the exclusion of data 

that is not published on academic databases; thus, ensuring rigour. 

(iii) Searching the Resources 

The study followed the Western University (WU) guideline to search the resources, emphasising the 

significance of incorporating Boolean operators, phrase search, wildcards, and truncation symbols to 

minimise bias (WU 2021). Boolean operators are logical expressions that enable a comprehensive 

search of resources; they are typically AND, OR and NOT.  

• AND: search outcomes include all terms. 

• OR: search outcomes include at least one search term. 

• NOT: search results exclude all stated terms. 

Next, phrase searches enable searching the combination of more than one phrase using quotation marks 

around the terms to be searched, for example, “township economy”, “economic prosperity”, and “infu-

sion of indigenous knowledge” (WU, 2021). Finally, wildcards and truncations symbols played a role 

in searching for data. A wildcard is a symbol that assists in establishing word variations, while trunca-

tion symbols replace the ending of a word to find all possible forms of that word. On the one hand, for 

example, the truncation symbol (*) in educ* where * generates, educates, education, educated, educator 

and educating. On the other hand, a wildcard character substitutes one character to find different spelling 

options of a word. For example, m?n where ? is the wildcard symbol to find men and man (WU, 2021). 

(iv) Review and Refine Results 

Remaining in sync with Figure 3-4, the researcher reviewed and refined the results by listing all key-

words and terms stated in the topic description and using truncation and wildcards to minimise bias. 

Table 3-5 shows how the researcher systematically reviewed and refined search results.  

Table 3-5 summarises the refinement and reviewal of the research results. Table 3-5 further demon-

strates the interactivity between identifying concepts, selecting and searching resources and reviewing 

and refining research results. 
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relationships between the current South African TVET system and poverty and propose contextualised 

recommendations from international best practices to attain prosperity through TVET. This was done 

against the backdrop of rationalising critical realism (CR) as the lens for the study. Therefore, all pro-

cesses and methods of the SR mandated careful planning and adherence to plans.  

3.6.3.6. Thematic Synthesis 

One of the primary purposes of thematic analysis (TA) is to acknowledge key concepts and patterns 

essential in answering the research question(s). The study used the TA technique to synthesise the data. 

TA is a method of establishing and examining qualitative data’s themes and patterns (Maguire & De-

lahunt, 2017). It is worth highlighting the essence of TA as a method rather than a methodology. This 

means that TA is fluid, unlike methodologies. The TA method is not bound to a specific epistemological 

standpoint. Substantially, TA helped establish critical themes and sub-themes in congruence with the 

study’s ontological and epistemological considerations. Hence, Lawani (2020) maintains that CR seeks 

to evaluate the latent causal relationships within social phenomena to understand social problems in-

depth. 

 On the one hand, the SR assisted the study to attain semantic themes, which Terry, Hayfield, Clarke & 

Braun (2017:23) refer to as “surface meanings” that do not explore further than what has been written. 

On the other hand, TA systematically established latent themes, which required in-depth, below the 

surface analysis and interpretation (Terry et al., 2017:23), resonating with CR. The TA outcomes are a 

significant constellation of results in datasets regarding the phenomenon the study explored. Figure 3-

7 itemises the stages undertaken by the researcher when conducting TA. 

Figure 3-7: Thematic Analysis Process 

 

Source: Adapted from: Braun & Clarke (2006:77-101)  

 As demonstrated in Figure 3-7, the study engaged Braun and Clarke’s widely cited three-stage process 

comprising “coding results of incorporated studies, development of descriptive themes, and yielding of 

analytical themes” (Braun & Clarke, 2006:77-101).  
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3.6.4. Reporting the Review  

The last stage in the review process, as shown in Figure 3-2 as adapted from (Kitchenham 2004:3), is 

the reporting of the SR. The study will comprehensively report the results in a single-stage phase in the 

next chapter (Chapter Four). 

3.7. Ethical Considerations 

Ethical considerations are of concern for every study. The researcher anticipated ethical considerations 

and vigorously dealt with them in the study plans. Before conducting the study, the author focused on 

ethical issues, beginning the study, data collection and analysis, reporting, sharing, and storing the data 

(Creswell & Creswell 2018:89-97). It is worth mentioning that when collecting data from documents, 

researchers need to determine whether documents were ethically sourced or not and if their inclusion 

in a study is justified (Rapley & Rees 2018). This study used public documents, which are custom-made 

for public consumption. Hence the study did not have to access documents through a custodian of an 

organisation or through human subjects. However, the author secured ethical clearance from the Uni-

versity of KwaZulu-Natal Research Office, which was issued under protocol number 00012089 

3.8. Research Methodology Convergence 

Before concluding the chapter, Figure 3-8 is presented to portray the research methodology applied by 

this study, followed by the chapter synopsis.  

Figure 3-8: Research Methodology Summary 

 

3.9. Chapter Synopsis 

This chapter covered the study's methodology, research paradigms/worldviews, research design, strat-

egy and type. Additionally, the chapter reported the data collection methods used and discussed data 

quality control and measurements. Moreover, it covered a detailed review process that entailed how the 

study planned and implemented the SR. The implementation of the process covered the development 

of a SR protocol which entailed identification of research→inclusion and exclusion criteria→search 

strategy→selection of the studies→extraction of data→assessment of quality→data synthesis. It is 

worth mentioning that all the stages mentioned above were systematic to ensure coherence. In the next 

chapter, the study will report the SR results. 
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Figure 4-1: Mind Map of the Study 
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Figure 4-2: Case A Thematic Framework (Mind Map) 
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4.2.1. Theme 1: Teaching and Learning 

Three sub-themes emerged from the Teaching and Learning theme as follows: (1) Teaching + (2) Curricu-

lum + (3) Learning = Teaching and Learning. 

Figure 4-3 below represents the mind map of the themes, sub-themes, and codes/nodes. Moreover, it serves 

as the Teaching and Learning theme summary. 

Figure 4-3: Case A_ Teaching and Learning Sub-themes Mind Map 

 



48 

 

4.2.1.1. Teaching  

Three studies covered this sub-theme: Gong 2019 Minglun, 2017 and Suwen, 2021. Four codes formed this 

sub-theme of teaching, namely: (1) Attracting quality teachers in rural areas, (2) Quality of teachers in 

China, (3) Double-type teachers and (4) Teacher/student ratio.  

(i) Attracting quality teachers in rural areas 

Gong (2019) asserts there is a gap in the treatment of teachers between urban and rural teachers in China. 

According to Gong (2019), the phenomenon results in rural teachers migrating to the cities, leading to brain 

drain with regard to rural areas. Consequently, the quality of TVET in rural China is low. 

“[The] teaching environment by combining the advantages, attract and keep, develop the training activities 

for teachers positively, and pay attention to the value creation and realisation of teachers in this sector.” 

(Gong 2019:1710) 

The study found that the rural-urban dichotomy regarding TVET requires attention for China’s prosperity.  

(ii) Quality of teachers in China  

Three studies covered the quality of TVET teachers in China, namely: Mingjun & Fenglan, 2017; Pilz, 

2017 and Zeng & Xiao, 2018. 

“China’s rural vocational education teachers are generally not in high level; their greatest ideal is to leave 

the countryside” Mingjun & Fenglan (2017:656). 

The quotation above corroborates the assertion by Gong (2019) that there is a need to attract quality teachers 

in rural areas. According to Pilz (2017:233), the hallmark of TVET teachers’ qualifications has changed 

from an “input to an output” nature. Hence, Mingjun & Fenglan (2017) conclude that the Chinese govern-

ment should increase investment in rural vocational education and promote it to better serve the community. 

Furthermore, Pilz (2017) conducted a qualitative study (n=183), which sought to measure professional 

competencies instead of assessing professional aptitude as a measure of teacher quality. The study found 

that comprehensive TVET college teachers are more qualified than secondary TVET teachers; only 42.86% 

of the latter possess minimal competence. Lastly, the study found that teachers with poor professional com-

petence were from rural schools.  

“The development of vocational schools must have a group of outstanding teachers to play a vanguard role” 

(Zeng & Xiao, 2018:320). 

The findings indicate an unequal allocation of TVET resources in China which disadvantages rural areas. 

Zeng & Xiao (2018) acknowledge that the Chinese government has accomplished much with regard to 

decreasing extreme poverty. However, poor teacher quality in rural areas must be addressed to strengthen 

the fight against poverty. 
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(iii) Double-type Teachers  

Three studies covered Case A’s double-type teachers: Delei et al., 2018; Minglun, 2017 and Hongwei, 

2018. 

“The Ministry of Education of China clearly proposed to strengthen the construction of teaching teams with 

“double qualifications & double abilities” in order to emphasise the construction of teaching teams” (Delei 

et al., 2018:2747) 

As stated above, the study found that China is moving towards having TVET teachers with double qualifi-

cations (double type). “Double-type” teachers entail teachers with dual qualifications. For example, an ed-

ucator could be a qualified teacher and a professional engineer. The objective is to improve the quality of 

teaching and learning by appointing teachers with academic and professional (industry) qualifications. In 

other words, teachers with two abilities (Delei et al., 2018; Minglun, 2017 and Hongwei, 2018). Hence 

Minglun (2017:439) concludes that the Chinese government should reform the TVET policy to provide for 

dual qualification teachers to improve the quality of teaching and learning. 

(iv) Teacher-Student Ratio 

The teacher-student ratio is one of the factors that enhance teaching and learning. Mingjun & Fenglan 

(2017) found that the teacher-student ratio in the secondary school TVET experience is worsening. In other 

words, there is a mismatch between enrolment growth and full-time teacher recruitment, especially in rural 

areas due to rural-urban migration 

4.2.1.2. Curriculum 

The curriculum is at the centre of teaching and learning as it is a mechanism for enabling students to acquire 

knowledge to prepare them for societal contribution and personal development. Five studies discussed the 

curriculum, and they are as follows: Suwen, 2021; Cheung, 2020; Mingjun & Fenglan, 2017; Hui, 2017 

and Delei et al., 2018. Two codes culminated into the sub-theme of curriculum, (1) Cultural significance 

and (2) Importance of ethics.  

(i) Cultural Significance 

Four studies highlighted the significance of infusing a cultural dimension into the curriculum: Suwen, 2021; 

Mingjun & Fenglan, 2017; Hui, 2017 and Delei et al., 2018. TVET schools prepare students for industry. 

According to Hui, it is critical to acknowledge that:  

“Enterprises value product quality, economic benefits, and social service more highly. There are differences 

in the cultures of higher vocational schools and enterprises, but there are actually places where their cultures 

overlap, and they have a relationship expressed by harmony in differences” (Hui, 2017:453). 

Hui (2017) maintains that schools encompass behavioural and spiritual cultures in China, while the industry 

is mainly concerned with systemic and material cultures. However, it is imperative to acknowledge the 

essence of spiritual culture in a curriculum, as it plays a role in cognitive unification and integrates the sense 
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of determination and wisdom cultivation. The study found that the recent reform in the Chinese TVET 

policy of introducing “double-type” teachers or dual-qualifications for teachers creates an overlap between 

the two cultures (school and industry) (Hui, 2017:454). 

Rural vocational education as an instrument of rural revitalisation imparts “scientific and technological 

knowledge” and advances contemporary culture while enhancing farmers’ scientific and cultural mastery. 

Moreover, Hui (2017:655) asserts that “the consequence is a positive and healthy lifestyle, and finally pro-

motes rural life, economy and culture”. This is corroborated by Suwen (2021:24), who emphasises that the 

Chinese TVET curriculum “not only retains the original spiritual core and historical features of the coun-

tryside but also enriches it in line with the times”. In other words, the end product is rural prosperity7. In 

summing up, Suwen (2021:24) (Ibid) asserts that rural TVET in China should maintain the elements of 

“responsibilities, and social service awareness” (Ubuntu)8 to maintain and enhance prosperity.  

(ii) Ethics Significance  

One study (Cheung 2020) from the included studies highlighted the significance of incorporating ethics 

into the Chinese TVET curriculum. 

“The education should not only instil ethics knowledge to students but also provide an environment for 

students to apply that ethics knowledge learnt” (Cheung 2020:67). 

The study mentioned above found that most students in China (83%) value incorporating ethics in the TVET 

curriculum for student development to enhance learning for good governance and prosperity. Ethics inti-

mately relate to interrelated concepts like well-being, justice, and happiness—which signify good by an 

individual. This study concurs with Aristotle that “an individual cannot regard his well-being apart from 

others” (Kraut, 2001), which embodies the axiological considerations of the study (see chapter 3.2.1). 

4.2.1.3. Learning 

The primary goal of attending school is to learn, making this sub-theme essential; hence eight studies (just 

over half 53%) covered it. These are: Zeng & Xiao, 2018; Xu & Sun, 2021; Suwen, 2021; Mingjun & 

Fenglan, 2017; Lu, Koo & Pun, 2019; Hui, 2017; Delei et al., 2018 and Chen, 2019. Three codes formed 

the learning sub-theme: (1) Student autonomy + (3) School-enterprise cooperation + (2) School-community 

cooperation = Learning.  

(i) Student Autonomy  

Two studies covered student autonomy: Suwen, 2021 and Chen, 2019. On the one hand, Chen (2019) high-

lights the significance of not having compulsory courses as they invariably result in coercion, diluting stu-

dents’ autonomy. On the other hand, a study by Suwen (2021) found that the Chinese TVET’s latest reforms 

______________________________ 
7 See how the study conceptualises prosperity in Chapter 2, section 2.2.1 
8 Africans call this assertion Ubuntu. See the axiological considerations of the study in section 3.2.3. for the clarification of Ubuntu 

philosophical worldview. 
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ensure that the practical training provided to students is designed to provide only skills that the students 

will apply after graduation. In other words, skills that respond to available economic opportunities. Signif-

icantly, the study found that lately, China has been moving towards teaching skills according to students’ 

aptitude (Suwen 2021:28).  

(ii) School-Enterprise Cooperation  

Six studies covered this code: Zeng & Xiao, 2018; Xu & Sun, 2021; Suwen, 2021; Mingjun & Fenglan, 

2017; Lu, Koo & Pun, 2019; Hui, 2017 and Delei et al., 2018.  

Zen & Xiao (2018:318) and Xu & Sun (2021:7) highlight the importance of having a tripartite synergy 

between government, TVET schools and the market. In contrast, Lu, Koo & Pun (2019:1054) warned about 

the potential danger of succumbing to “capitalist realism or market populism” and ignoring the inherent 

contradictions between the quest for prosperity and capitalism (Sections 2.2.1 and 2.3 conceptualise these 

concepts). Hui (2017) corroborated the preceding assertion as follows:  

“Enterprises value product quality, economic benefits, and social service more highly. There are differences 

in the cultures of higher vocational schools and enterprises, but there are actually places where their cultures 

overlap, and they have a relationship expressed by harmony in differences” (Hui, 2017:453). 

Furthermore, Hui found that “double-type” or teachers with dual-qualifications infused with the school-

enterprise arrangement enable the enterprise culture to merge with the school culture. This, in turn, en-

hances the learning culture and gives students and staff a sense of identity (Hui, 2017:454). However, Hui 

(2017:454) goes on to warn that the Chinese government should be conscious that school-enterprise coop-

eration is not a two-way interaction between school and enterprise as students are also learning entities. 

Suwen (2021:28) found that in rural areas, the school-enterprise cooperation involves the informal sectors 

making use of skilled local farmers—this brings this section to the next code: School-Community Cooper-

ation. 

(iii) School-Community Cooperation 

One study (Suwen, 2021) covered the less explored dual-TVET through TVET school-community cooper-

ation and focused on rural areas. Suwen (2021:27) found that school-community cooperation enhances the 

farming culture in basic education (primary and secondary) TVET schools. Moreover, the study found that 

this arrangement is a mechanism for incorporating indigenous knowledge into rural TVET education. 

“Primary and secondary schools cooperate with communities to promote the integration of local teaching 

materials such as local characteristic culture and agricultural characteristic brands into the campus culture 

of primary and secondary schools and promote the incorporation of local culture into the classroom” 

(Suwen 2021:27). 

Lastly, the Suwen (2021) study found that school-community cooperation “creates a docking mechanism” 

with the municipalities and government departments of agriculture to infuse local talents into practical 

training of TVET students (Suwen, 2021:28). 
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4.2.2. Theme 2: Socio-economic Development 

Two sub-themes culminated in the theme of Socio-economic Development: (1) Social Development + (2) 

Economic Development = Socio-economic Development. Embedded within the subthemes are several 

codes, which are discussed in the relevant section.  

Figure 4-4: Case A_ Socio-economic Development Mind Map 

 

4.2.2.1. Social Development 

As shown in Figure 4-4, two codes formed the sub-theme of social development: (1) Rural Development + 

(2) Poverty Alleviation = Social Development. Four nodes led to the rural development code, as indicated 

in Figure 4-4. 

(i) Rural Development 

Seven studies covered rural development. Four nodes (talking points) emerged as follows: the significance 

of agriculture in TVET, farmer training, strategies for revitalising TVET in rural areas and the role of TVET 

in rural development. Each is briefly discussed in turn. 

TVET Role in Rural Development: Despite having the largest economy in Asia and the second-largest 

economy globally, China is regarded as a Global South country. Minglun (2017:435) found that the cost of 
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higher TVET education in developing countries is 265% higher than the cost of general higher education—

meaning TVET requires high investment. This could be why some scholars like Xu & Sun (2021:3) contend 

that TVET in China is fundamentally underfunded, especially in rural areas. The phenomenon results in 

rural-urban migration both for educational and employment purposes and poverty.  

Lu, Koo & Pun (2019:1053) found that 80% of students in China are from rural areas; their parents are 

either farmers, farmworkers, or migrants in cities. According to Minglun (2017), there is a need for the 

Chinese government to adequately resource rural TVET to strengthen urban and rural economic develop-

ment. This means that rural TVET should not only focus on agriculture. According to Minglun (2017), 

most of the Chinese labour force is from rural areas. This makes the development of rural TVET critical 

for Chinese prosperity. Nonetheless, the government’s focus has predominantly been on agriculture offered 

in secondary TVET schools (Mingjun & Fenglan, 2017:656). 

Agriculture is imperative for rural development and curtailing rural-urban migration. Nonetheless, Mingjun 

& Fengla (2017:656) found that the Chinese government primarily focuses on secondary school TVET in 

rural areas. On the one hand, Mingjun & Fengla (2017:656) advocate for the modernisation and industrial-

isation of rural TVET for Chinese prosperity. On the other hand, Lu, Koo & Pun (2019) warn against 

succumbing to capitalist realism, which may inhibit rural prosperity. Hence, Gong (2019:1704) and Suwen 

(2021:24) emphasise the essence of ecological and cultural consciousness in the TVET curriculum. Suwen 

(2021:24) found a need for homogeneous TVET in rural China—encompassing “health, ecological well-

being, opportunity and quality of life of rural people.”  

Significance of Agriculture: The Gong (2019) study found that TVET agriculture is vital for the vitalisa-

tion of rural areas in China.  

“The problems of the issues relating to agriculture, rural areas, and rural people are the fundamental prob-

lems which are related to [the] national economy and the people’s livelihood; thus, we should keep the 

problems of issues relating to agriculture, rural areas, and rural people as the priority among priorities of 

the party work, and we should implement [a] rural vitalisation strategy” – President Xi Jinping9. Cited in 

Gong (2019:1704) 

According to Gong (2019:1704), having agriculture as a priority revolutionises the connections between 

urban areas, rural areas, and industry. Moreover, Gong (2019:1706) affirms that the Chinese government 

must ensure the evolution of rural TVET into a “flexible cultivation model” to become the platform for 

advanced technical talents in agriculture and provide technical support to rural labourers and farmers. 

Zhang (2018:125) sums up this topic by insisting that “Local government agricultural departments ought 

to be more farsighted and realise the significance of vocational agricultural education and training, regard 

it as their primary task and give full support to aspects such as policy, funding, and school management.” 

 

______________________________ 
9 From the report by President Xi Jinping in the 19th National Congress of the Communist Party of China. 
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Farmer Training: Gong (2019) found it vital to skill unskilled farmers to enhance rural development. 

Mingjun & Fenglan (2017) argue that it is crucial to professionalise farmers to attain prosperity in rural 

areas—meaning there is a need for adult TVET in China. 

(ii) Poverty Alleviation 

“Poverty refers not only to material poverty but also to mental poverty.”—Xi Jinping 

In China, roughly 10 million (0.7%) citizens still live in extreme poverty (Postiglione & Min 

Tang, 2019:131). Hence Xu & Sun (2021:318-320) acknowledge that China has done well to reduce pov-

erty but insists that the government must stabilise this achievement by strengthening rural TVET. The next 

step will be to eliminate extreme poverty and break intergenerational transmission. According to Hence Xu 

& Sun (2021:318-320), the government can only achieve the milestone mentioned above by strengthening 

the career development prospects of students and continuously improving teacher quality. Lastly, the cur-

riculum must respond to economic development opportunities at both macro and micro levels. 

4.2.2.2. Economic Dimension 

Five studies covered the economic dimension sub-theme, accounting for one-third (33.33%) of the studies 

included for Case A. They are as follows: Zeng & Xiao, 2018; Suwen, 2021; Lu, Koo & Pun, 2019; 

Hongwei, 2018 and Chen, 2019. As shown in Figure 4-4, three codes formed the sub-theme: (1) Made in 

China + (2) Economic Structural Transformation + (3) Economic Prosperity = Economic Dimension. 

(i) Made in China 

Germany is the global manufacturing frontrunner —the “made in Germany” brand is reputable globally. 

Youth graduating from the German TVET system are the essential human capital for Germany and a key 

instrument for the German global manufacturing dominance (Chen 2019:1439). The People’s Republic of 

China wants to be on the same level as Germany by 2025. Hence the Chinese government is investing in 

the “Made in China 2025” and “Industrial 4.0” projects founded on TVET, which must produce world-

class technical personnel. The latter project seeks to ensure that China rides the Fourth Industrial Revolution 

(4IR) wave Chen 2019:1439.  

(ii)  Economic Structural Transformation 

The study found that China is in a period of “economic structural transformation” (EST) by enhancing its 

economic growth model to evolve from labour-intensive industries to technology-intensive industries in 

response to the 4IR (Hongwei, 2018). The deterrent to this quest is the fight against poverty, especially in 

rural areas. Moreover, the recent economic downturn contributed to TVET underfunding. Therefore, EST 

implementation has been delayed. 
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(iii) Economic Prosperity 

Lu, Koo & Pun (2019:1058) argue that prosperity should be actively revolutionised to change the money-

logic and redefined as a “social mechanism of values through care, cooperation and solidarity”. Further-

more, these scholars contend that human labour is merely a productive instrument limited to producing 

“material capital”. It is about labouring for essential and dignified social values. In contrast, Suwen 

(2021:23) avers that prosperity is “based on respecting the natural, historical, and humanistic attributes of 

the countryside and fully considers the multiple functions of the country production, life, ecology, culture, 

and economy.” As discussed in the literature review, the term prosperity is a contested concept. 

4.2.3. Theme 3: Ecological Dimension 

 As shown in Figure 4-5, two sub-themes culminated in the theme of Ecological Dimension: (1) Sustainable 

Development + (2) Ecological Resources in Rural Areas = Ecological Dimension. 

Figure 4-5: Case A _ Ecological Dimension Mind Map 

 

4.2.3.1. Sustainable Development 

“One of the requirements of building a learning city is working to ensure its sustainable development” 

(Pavlova, 2018:1). 

Sustainable development is critical for prosperity attainment. The study found that it is essential for the 

government to harness green skills to attain sustainable development. Green skills prepare and conscientise 

the future labour force about “green growth and greening of the economy” (Pavlova, 2018:5). Thus, the 

TVET curriculum must incorporate the ecological dimension to connect environmentalism, geographical 

elements and product awareness. The consciousness mentioned above, according to Suwen (2021:29), 

deepens the cognitive aspects of ecological civilisation. 

4.2.3.2. Ecological Resources in Rural Areas 

A pleasant living environment requires people to shield and nurture the ecological resources in rural areas. 

Thus, rural TVET should conscientise learners about the conservation of ecological resources and empha-

sise the essence of cultural education to improve the cultural quality of farmers and build prosperous vil-

lages (Gong 2019:1704). 
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Figure 4-6: Case B Thematic Framework (Mind Map) 

 

4.3.1. Theme 1: Teaching and Learning 

Three sub-themes formed Theme 1: (1) Curriculum + (2) Learning + (3) Teaching = Teaching and Learning.  

4.3.1.1. Curriculum 

“[Finland] turned TVET into a demand-driven, competence-based and customer-oriented initiative, with a 

focus on individual study paths, validation of prior learning and emphasis on workplace learning; a new, 

ongoing system of continuous student recruitment was also implemented”, Hardy et al. (2020:9). 

Some scholars regard the Finnish curriculum as the best in the world. Fittingly, seven studies (70%) from 

Theme 1 included studies that covered the curriculum sub-theme. They are as follows: Virolainen, 2018; 

Tervasmki et al., 2020; Salovaara, 2021; Rintala & Nokelainen, 2020; Kiilakoski, 2019; Karttunen, 2016; 



58 

 

Hardy et al., 2020 and Brauer, 2020. There were two discussion points on curriculum: individualised com-

petency-based curriculum and decentralised curriculum. 

Figure 4-7: Case B_ Teaching and Learning Sub-themes Mind Map 

  

(i) Decentralisation 

In Finland, the government decentralises the formulation of detailed curricula to the local municipal and 

school levels. According to Tervasmki et al. (2020:2), Kiilakoski (2019:25) and Hardy et al. (2020:6), this 

arrangement ensures that the curriculum responds to local developmental attributes and incorporates local 

knowledge. In other words, the curriculum policy provides for the incorporation of indigenous knowledge 

and responds to local economic development opportunities. 

(ii) Individualised Competence-based  

It is worth highlighting the difference between competence and competency. The former encompasses what 

students have to achieve to obtain their educational goals, and the latter involves students’ inherent skills 

and attributes (Mokoro, 2020). 
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“[Competence-based curriculum] increase[s] the rigour and relevance of the curriculum, [and] move stu-

dents beyond a focus on the memorisation and regurgitation of scientific facts, and better enable them to 

understand scientific principles and apply them to the practice” (Brauer, 2019:35). 

The competence-based approach (CBA) caters to individual students’ interests and careers prospects and 

is tailored to enhance social and technological development (Brauer, 2020:154). CBA is founded on ac-

creditation of prior learning, both formal and informal, while catering for industry requirements (Rintala & 

Nokelainen, 2020:253). Individualisation entails doing away with a pre-specified generic curriculum and 

tailoring its content per student needs. This means considering the knowledge and skills (including language 

skills) that the students already possess (Virolainen, 2018; Karttunen, 2016:6 and Salovaara, 2021:247). 

Schools and industry representatives undertake a skills audit of students and design individualised curricula 

based on a student’s skills gap, aptitude and potential career prospects. This study found that this approach 

averts subjecting students to an abstract curriculum or fruitless endeavours of offering content that would 

not enhance the students’ career prospects cognitively and innovatively. In other words, learning that en-

compasses the three Es: economy, effectiveness and efficiency, which brings the study to the next sub-

theme: Learning 

4.3.1.2. Learning 

Four studies covered the Learning sub-theme: Virolainen, 2018; Pylvsm & Nokelainen, 2017; Moitus et 

al., 2020 and Hardy et al., 2020. Two codes formed this sub-theme: Industry Involvement and Technolog-

ical Developments. 

(i) Industry Involvement 

The Finnish education policy values the significance of effectively and efficiently preparing students for 

industry. However, this study found that there is inadequate industry involvement for practical training in 

Finland. Hence, Pylvsm & Nokelainen (2017) indicate that the Finnish TVET system focuses on unearthing 

skills relevant for a specific industry but inadequately collaborates with industry experts for students’ prac-

tical training. Likewise, Hardy et al. (2020:10) insist that “collaboration and sharing of responsibilities 

between schools and workplaces, regarding the competence-based practice, has been described as inade-

quate.” 

(ii) Technological Developments 

“Digitalisation will be a big thing over the next decade, which will change higher education structures 

radically (Moitus et al. (2020:88).” 

This study found that the Finnish TVET system has a global reputation of being among the best in the 

world. Nonetheless, Moitus et al. (2020:76) sensitised the government to the importance of cognition about 

the 4IR threat. 
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4.3.1.3. Teaching  

One study covered the Teaching sub-theme: Hardy et al., 2020. The study found that the Finnish govern-

ment has substantial confidence in its teaching staff (teacher and principals). Therefore, the government’s 

monitoring of the teaching staff is nearly non-existent (Hardy et al., 2020). Moreover, Hardy et al. (2020:6) 

assert that the confidence mentioned above emanates from a long history of framing the reforms on profes-

sional teachers—specifically since the 1970s. Furthermore, according to Hardy et al., 2020:9, the recent 

reform about competence-based curriculum and on-the-job training, which began in 2000, “[was] imple-

mented gradually and systematically, and was supported by offering teachers possibilities for professional 

development in order to better understand and engage with reformed VET-practices.” 

4.3.2. Theme 2: Socio-economic Dimension 

Two sub-themes formed Theme 2: (1) Social Elements + (2) Economic Elements = Socio-economic Di-

mension.  

Figure 4-8: Case B_Socio-economic Development Mind Map 
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4.3.2.1. Social Elements 

All studies included for Theme 2 covered the Social Elements sub-theme. Four codes formed this sub-

theme: (1) Education Culture + (2) Education Inequalities + (3) Job Creation + TVET Societal Status + 

TVET Funding = Social Elements. 

(i) Education Culture 

This study found that the success of Finnish education can be attributed, in part, to the education culture. 

The culture entails the rich national ethos that citizens are essential national asset and that education enables 

the people to become prosperous. Hence, free, equal education is provided to all citizens regardless of 

socio-economic status. According to Kiilakoski (2019:65), the education system is ripe for professional 

development in Finland due to the education culture. Furthermore, the education culture has enabled the 

education policy, including TVET, impervious to global influences (Hardy et al. 2020:6). Nevertheless, 

Tervasmki et al. (2020:7) and Salovaara (2021:247) warn against the unintended consequence of educa-

tional inequalities caused by the competence-based individualised curriculum. 

Student’s educational trajectory is connected to their socio-economic background (Salovaara, 2021:249) 

(ii) Inequalities 

As stated in 5.3.1.1 (ii), this study has found that local school specialists primarily focus on the skills learn-

ers already possess when undertaking the RPL (recognition of prior learning). This is in preparation for the 

competence-based individualised curriculum. Salovaara (2021:249) concludes that students’ educational 

and, ultimately, career paths are linked to their socio-economic backgrounds. Likewise, manifesting ine-

qualities. This rebuts the assertion in the Finnish education policy documents that “the Finnish education 

system is equal and provides equal opportunities to all” (Salovaara, 2021:257). 

“This blinkered view of education policy ignores fundamental issues regarding the equality of educational 

opportunities, and socio-cultural inclusion. It is thus implicit in endorsing educational segregation, atomi-

sation, intergenerational inheritance of social class and education, in other words, selectivism” (Tervasmki 

et al. 2020:5) 

Moreover, Tervasmki et al. (2020:1) infer that the Finnish government’s education policy shows an obses-

sion with a flexible workforce and national competitiveness. Yet the government neglects the manifestation 

of inequality upon policy implementation. Education that is based solely on one’s aptitude regardless of 

social status and power (or marginalisation) is deceptive. The effects of education are expressive of such 

relations of power and continue to reproduce social inequality. Lastly, this study deduced that the Finnish 

education policy possibly causes inter-generational inequality by disregarding socio-cultural diversity. 

(iii) Job Creation 

Two discussion points led to the job creation code which fed into the social elements sub-theme. These are 

the skills portal and TVET graduate employability. Each is highlighted in turn. 
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4.3.2.2. Economic Elements 

One study included for Theme 2 covered the Economic Elements sub-theme. Two codes formed this sub-

theme: (1) Labour Market-driven Education + (2) Neoliberalism Impact = Economic Elements. 

(i) Labour Market-driven Education 

According to Tervasmki et al. (2020), the notion that Finnish education is intended for students’ individual 

development is misleading. Instead, it is meant for creating a pool of skilled personnel for the labour market. 

Furthermore, Tervasmki et al. (2020:5) posit that even the entrepreneurial discourse eventually caters to 

the labour market. 

(ii) Neoliberalism Impact 

“Treating education as something that should be determined by the demands of the labour market reflects 

a broader neoliberal discourse at work across the globe” (Tervasmki et al., 2020:4).  

Education has become an ideological instrument for the capitalists influenced state Tervasmki et al. 

(2020:7). Nonetheless, this study found that besides the inherent neoliberalism threats, the education system 

is ripe for innovation and employability. This results in social security for the Finnish citizens. 

(iii) TVET Funding 

Since 1972, Finland has offered free, equal basic education, including meals (grade 1-9), regardless of 

socio-economic status (Kiilakoski, 2019:25), which is reminiscent of a welfare state. Free, equal basic ed-

ucation, which is a social service by the government, inhibits the idleness of the youth from being inactive 

(Salovaara, 2021:247).  

Nonetheless, recently, the state has cut the education budget by 190 million Euros despite student enroll-

ment growth (Tervasmki et al., 2020:6), which may signal a neoliberal direction. 

“When [the] state has been looking for ways to reduce budgets, [the] educational sector has been [the] one 

lose” (Virolainen, 2018:586). 

This study deduced that neoliberalism could have resulted in the Finnish government cutting the education 

budget. As stated in section 2.3 (table 2-2), one of the neoliberalism policy packages is ‘lessening social 

services and social programmes.’ 

4.4. Findings for Case C: Germany 

This sub-section presents findings from Case C; Table 4-5 on overleaf summarises the included studies. 

Three themes emerged from Case C as follows: (1) Dual VET System, (2) Socio-economic Dimension and 

(3) Sustainable Development. 
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Figure 4-9: Case C Thematic Framework (Mind Map) 

 

 

4.4.1.  Theme 1: Teaching and Learning 

Four sub-themes formed the Teaching and Learning theme: Teaching, Work-based learning, Technology 

and Role of Trade Unions. Each is discussed in accordance with Figure 4-10 on overleaf. 
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Figure 4-10: Case C_ Teaching and Learning Sub-themes Mind Map 

 

4.4.1.1. Teaching 

Four codes formed the teaching sub-theme: (1) Individualism + (2) Teacher Quality + (3) Dual VET System 

= Teaching. 

Next, this section will discuss individualism. 

(i) Individualism 

This study found that the German government invests in education to enhance the labour market pool for 

economic reasons (Burhan & Duru-han 2020:804). However, Pinnow (2019:4) insists that it is equally 

essential to consider societal factors such as a sense of duty to the community and independence. Burhan 

& Duru-han (2020:804) assert that the return on investment in education should also be beneficial from 

both an individual perspective and societal point of view. 

(ii) Teacher Quality 

In Germany, VET teachers are professionals with extensive technical corporate experience. Liu (2020:15) 

establishes that typically, these teaching professionals have over ten years’ work experience. According to 

Liu (2020:15), some are even professional engineers. In contrast, Pilz & Fürstenau (2019:324) stress the 

general educational skills of teaching professionals within VET. This would ensure that would-be bounda-

ries between the VET system and general education is fluid. 
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It is worth mentioning that small and micro enterprises have a small percentage share of WBL provision. 

According to Haasler (2020:61), the causal factors are the failure to comply with training requirements and 

the lack of training resources. Generally, the German government uses WBL as an instrument for economic 

growth. It creates a pool of highly skilled personnel to enable efficiency and effectiveness to enable optimal 

productivity (Bahl, 2019:311-313). 

4.4.1.3. Technology 

This study found that governments must keep up with technological developments to maintain low unem-

ployment rates. According to Bahl (2019:314), the rapidly evolving technological environment challenges 

the employment landscape. Hence, Bahl (2019:314) highlights that dealing with the digital divide and the 

VET upgrades give a technologically based industrial revolution. Bahl (2019:315) that VET must be digit-

ised and called for the evolution of VET to VET 4.0 (4IR VET). 

4.4.1.4. Role of Trade Unions  

“The chambers have the responsibility of administrating final exams of VET students. In addition to the 

active role of employers and public authorities, unions having a strong voice play an important role in [the] 

skill formation process” (Tasli, 2018:1676). 

This study found that the German government acknowledges unions as critical stakeholders and respects 

their buy-in (Tasli, 2018). 

4.4.2. Theme 2: Socio-economic Dimension 

Two sub-themes generated Theme 2: Social Dimension and Economic Dimension. As seen in Figure 4-11, 

multi-level codes and nodes led to these sub-themes. 

Figure 4-11: Case C-Socio-economic Dimension Mind Map 
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4.4.2.1. Social Elements 

Notwithstanding that demand and supply of education are linked to the economy, Burhan & Duruhan 

(2020:804) emphasise that education must develop students both at an individual and social dimension.  

“In short, education is a system that has functions such as socialisation, transferring cultural heritage from 

generation to generation, developing the economy and raising human capital power” (Burhan & Duruhan 

(2020:805).  

This sub-section presents the results on the codes: cultural dimension, demographical data, perceptions 

about education and job creation. Nodes that led to job creation are employability, skill development and 

the TVET-Academia dichotomy. 

(i) Cultural Dimension 

“Culture is the acquired knowledge people use to interpret experience and generate behaviour.”- James 

Spradley 

The study found that culture is passed down from generation to generation through socialisation and thus 

forms the national identity. Therefore, the culture is taught. Yu (2019:151) argues that the education system 

is a product of national identity and vice versa. The Yu (2019) study found that globalisation had altered 

the worldview on national identity and the education culture. According to Liu (2020:13), the Germans 

have a resilient “nationalist ideology” and place significance on VET. Hence, they link national prosperity 

to the quality of manufactured products “made in Germany”; and value their VET system, which is key to 

Germany’s manufacturing success (Liu (2020:13). Lastly, it is noteworthy that the cultural dimension and 

education directly affect Germany’s economic trajectory and prosperity (Burhan & Duruhan 2020:803). 

(ii) Demographical Dimension 

This study found that policymakers must consider demographical dynamics when developing TVET poli-

cies. Yu (2019:135) discovered that in Germany, the demographic indicators point to a challenge regarding 

the success of the TVET system. There is a decline in the birth rate, while twenty percent (20%) of citizens 

are of foreign descent. Consequently, the German government must come up with mitigating factors to the 

above-mentioned threat.  

(iii) Perception of TVET in Germany 

“A key education policy objective is that TVET should remain attractive to school leavers and provide 

training that is also appealing to the well qualified” (Haasler, 2020:65) 

Typically, German citizens value the extent of social contribution of the qualification and do not regard 

academia as prestigious (Liu 2020:13). According to Tasli (2018:1675), Germans do not perceive VET 

status as inferior. Likewise, the dual VET system has been the popular choice among the youth, especially 

the post-secondary students. Nonetheless, Haasler (2020:65) notes an emerging paradigm shift: there is 

growth in students enrolling at universities, putting the dominance of the dual VET system at risk.  
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(iv) Job Creation 

This section will discuss job creation under three nodes: (1) Employability, (2) Skills Development, and 

(3) TVET-Academia Dichotomy, which emerged during data analysis, driven by the data collection proto-

cols described in Chapter Three.  

Employability: This study found that the DVETS is designed to enhance employability, and there is a high 

probability of its graduates securing good-quality jobs (Pinnow, 2019:1). The labour market demands in-

form the curriculum. The curriculum is designed to ensure in-depth career-oriented content and cultivate 

initiatives (Li, Zhong & Xu, 2020:157). According to Herr & Nettekoven (2018:14), DVETS is a significant 

factor in Germany’s “lowest youth unemployment rates” among both Global North and Global South econ-

omies. However, Haasler (2020:66) confirms that jobs classified as low-skilled, like agriculture, construc-

tion and other service occupations, are plagued by poor working conditions and low wages.  

Furthermore, literature shows that Germany ensures the employability of its citizens by mapping skills. 

According to Bahl (2019:314), skills mapping enables the German government to anticipate possible future 

skills shortages. This allows the promotion of socio-economic inclusivity and prevention of structural un-

employment.  

Skills Development: National skills development must be informed by the societal requirements and cor-

porate life. The quality of skills development determines the quality of human capital and fitness for em-

ployability. (Burhan & Duruhan 2020:803). According to Yu (2019:130), the strength of the DVETS is its 

agile response to globalisation, thus enhancing human capital development. 

TVET-Academia Dichotomy: Even though a university qualification does not have a high societal status 

in Germany, this study found that university graduates are paid more than VET graduates. This has resulted 

in a steady increase in the number of school leavers opting for university qualifications. According to 

Haasler (2020:65), the proportion of school leavers not opting for VET is currently 30 percent. The preced-

ing phenomenon, coupled with the demographic challenges (discussed in 5.4.2.1.), manifested recruitment 

problems for companies due to the shortage of skilled candidates. Ebbinghaus (2019:104) reports that over 

45% of companies were affected by the lack of skilled candidates, negatively impacting the economy in the 

long run. 

4.4.2.2. Economic Elements 

Several nodes led to the sub-theme of economic elements: Economic aspects and industry benefits—Chan-

cellor Kohl sums the interaction of these nodes in the quotation below. 

“Youth who go through good vocational training is the biggest capital of our country and the guarantee of 

our economic stability.” –Chancellor Kohl cited in (Chen 2019:1439) 
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(i) Economic Aspects 

According to Pistrui et al. (2017), entrepreneurship catalyses economic growth. Herr & Nettekoven 

(2018:13) affirm that VET graduates account for nearly half of the “start-ups established by entrepreneurs 

with vocational training” in Germany, substantiating Chancellor Kohl’s sentiments above. Despite the lack 

of mineral resources, Germany is the most economically prosperous country in Europe. What Germany 

lacks in mineral resources the country makes up for in technological strength, primarily through vocational 

education. According to Li, Zhong & Xu (2020:154), Germany is the global leader in equipment manufac-

turing, and the DVETS plays a pivotal role. 

(ii) Industry Benefits  

This study established during the SR that manufacturing is key to the economic success of Germany, and 

industries benefit from the DVETS. This line of thinking is advanced by some scholars. These scholars 

highlight the DVETS as enabling companies to immediately involve graduates in production—according 

to Boichevska & Veremiuk (2020:11); Haasler (2020:61); Herr & Nettekoven (2018:13) and Pinnow 

(2019:13), this helps reduce overhead cost and increase the profit margin  

“[DVETS] contributes to the professional socialisation of specialists who are learning to maintain their 

position in the workplace” (Boichevska & Veremiuk, 2020:11). 

Furthermore, the effectiveness and efficiency of employees empower innovation, grow the national econ-

omy and advance national development (Pinnow, 2019:13). 

4.4.3. Theme 3: Ecological Dimension 

 According to Bahl (2019:313), the DVETS conventionally serve the interests of capitalistic economic 

growth. The primary focus has been on producing skilled workers for optimal production. Notably, there 

has been minimal concern about the cost of production on environmental sustainability (Lensing, Dieball, 

& Pittich, 2018; Bahl 2019). However, in Germany’s Länder federal states, there has been a provision of 

Environmental Sustainability Education (ESD) as part of DVETS (Lambini et al., 2021:2). The objective 

of ESD is to develop cross-cutting sustainability competencies to “produce specific cognitive, socio-emo-

tional, and behavioural learning outcomes” and to conscientise learners about environmental sustainability 

(Lambini et al., 2021:2). Lensing et al. (2018) echoe the significance of ethics and prescriptive facets of 

environmental sustainability in a TVET system. 

This chapter now turns to the final case study. 

4.5. Findings for Case D: Nigeria 

This section presents findings from Case D; Table 4-7 summarises the included studies. Three themes 

emerged from Case D as follows: (1) Dual VET System, (2) Socio-economic Dimension and (3) Govern-

ance. 
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Figure 4-12: Case D Thematic Framework (Mind Map) 

 

4.5.1. Theme 1: Teaching and Learning 

 Figure 4-13 on overleaf represents the mind map of the theme and sub-themes, whilst Figure 4-12 includes 

the sub-themes and nodes that gave rise to those sub-themes. 
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Figure 4-13: Case D-Theme 1 Mind Map 

 

4.5.1.1. Curriculum 

This study found a disjuncture between the TVET curriculum, social and industry needs and indigenous 

knowledge (Fabi & Bashir, 2020; Boyi 2019:27; Akanbi, 2017:7). Likewise, Chioke, Babalola & Jibir 

(2018:193-194) highlight the lack of teachers with indigenous knowledge and that the Nigerian TVET sys-

tem is solely based on a foreign model. Akanbi (2017:10) maintains that infusion of indigenous content 

would enhance the “Made in Nigeria” brand. Moreover, this study found that the curriculum is predomi-

nantly theoretical; on average, students spend two-thirds of the time in class and one-third in a workshop 

(Fabi & Bashir, 2020:1129). Kennedy, Ufot & Ikpe (2017:40) cautioned that too much focus on the theory 

might inhibit creativity and innovation.  

4.5.1.2. Teacher Quality 

According to Johnson & Folahan (2020), teachers are insufficiently trained, TVET institutions do not em-

power them with labour market-relevant skills. Similarly, Danladi et al. (2020:76) point out the lack of 

professional development for teachers.  

4.5.1.3. Industry Involvement 

In Nigeria, there is a lack of industry participation in the TVET system (Abutu et al., 2017; Akanbi, 2017:7). 

Collaboration with the labour market could enhance the quality of TVET. Hence, Kennedy, Ufot & Ikpe 

(2017:40) and Ezeugwu et al. (2020:125) maintain that industry-school collaboration would result in a 

TVET system that responds to the socio-economic needs of the country. 

4.5.2. Theme 2: Socio-economic Dimension 

Figure 4-14 represents the mind map of Theme 1which consists of three sub-themes: Economic Aspects, 

Rural Development and Social Aspects. 
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Figure 4-14: Case D-Theme 2 (Socio-economic Dimension) Mind Map 

 

4.5.2.1. Economic Aspects 

Seven studies covered the economic aspects: Lanre, 2020; Kennedy, Ufot & Ikpe, 2017; Isaac & Ayodele, 

2020; Idjawe, 2020; Boyi, 2019; Akanbi, 2017 and Agha et al., 2020. This section discusses the finding 

based on two nodes giving rise to the sub-theme of Economic Aspects: Economic Development and Entre-

preneurship. 

(i) Economic Development 

Despite the Nigerian economy being the largest in Africa, it is “industrially underdeveloped and techno-

logically backward[s]” (Agha et al., 2020:39). Hence, Lanre (2020:1933) submits that the solution is for 

the government to develop a well-structured TVET system to enhance industrial productivity. Furthermore, 

Agha et al. (2020:39) maintain that transforming the TVET system would result in a technologically ad-

vanced economy leading to national prosperity. The preceding assertion places human capital development 

through TVET at the centre of development (Idjawe, 2020:131). Additionally, Akanbi (2017:10) concurs 

but accentuates stimulation of indigenous technology and enhancement of local economic development 

through the “Made in Nigeria” brand for products. Lastly, Boyi highlights the role of TVET in curtailing 

conflicts: 
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“When people are gainfully and economically engaged, they have less time for conflict” (Boyi, 2019:26) 

To conclude, this study established the following causal chain through the Nigerian-specific SR: well-func-

tioning TVET→economic development→prosperity. 

(ii) Entrepreneurship 

Isaac & Ayodele (2020) call for infusing entrepreneurship into the TVET system to attain economic growth 

and reduce crime. In much the same vein, Kennedy, Ufot & Ikpe (2017) point to entrepreneurship as a 

mechanism to enable self-employment, thus reducing unemployment and poverty. 

4.5.2.2. Rural Development 

Six studies explored Nigerian rural development: Fabi & Bashir, 2020; Danladi et al., 2020; Boyi, 2019; 

Akanbi, 2017; Agha et al., 2020 and Abutu et al., 2017. Two nodes emerged during the SR, leading to the 

sub-theme of rural development embedded in the theme of socio-economic: Agriculture and Development. 

(i) Agriculture 

This study found that the Nigerian rural agricultural industry is stagnant. The agricultural industry uses 

outdated methods and equipment and is insufficiently incorporated into TVET. Agha et al. (2020:39) aver 

that Nigerian agriculture has not been advancing; hence it is still labour intensive. Moreover, the farming 

sector imports spare parts. 

(ii) Development 

“Development is all about anything that can positively bring about changes in societies” (Boyi 2019:25) 

Approximately eighty-five percent (85%) of poor Nigerians live in rural areas (Abutu et al., 2017:5), mak-

ing rural development a critical policy issue. The Nigerian government identified the lack of technical skills 

as the primary cause of the aforementioned policy issue as far back as 1977. The government responded by 

establishing the National Board for Technical Education (Akanbi, 2017:5). Forty-four years on, the chal-

lenge persists as TVET is still dysfunctional (Akanbi, 2017:7). Some scholars attribute the persistence of 

the challenge to brain drain or migration of skilled personnel (Fabi & Bashir, 2020:1129; Danladi et al., 

2020:75). According to Fabi & Bashir (2020:1129), “45% of all Nigerian professionals including technical 

educators have left the Nigerian shores over the years.” 

4.5.2.3. Social Dimension 

Ten studies (63%) discussed the social dimension of the TVET experience: Mbamaluikem & Balogun, 

2020; Johnson & Folahan, 2020; Fabi & Bashir, 2020; Ezeugwu et al., 2020; Edward & Mkinebari, 2021; 

Danladi et al., 2020; Chioke, Babalola & Jibir, 2018; Boyi, 2019; Akanbi, 2017 and Agha et al., 2020. 

Three discussion points emerged from this sub-theme: TVET Stigma, Job Creation and Poverty Alleviation.  
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(i) Stigma 

Generally, a TVET qualification is not a preferred choice in Nigeria due to the low social status of TVET 

(Ezeugwu et al., 2020:130; Akanbi, 2017:7). Various causes of the phenomenon of stigma emerged. Boyi 

(2019:27) argued that “parents have a negative attitude towards TVET. Furthermore, a university qualifi-

cation in Nigeria has a high societal status (Chioke, Babalola & Jibir 2018:193-194; Danladi et al., 2020:76; 

Fabi & Bashir, 2020:1129). Nigerians have perceived TVET as suitable for people who are not proficient 

in science and arts. Thus, the notion that TVET is for unintelligent people is part of the national psyche 

(Johnson & Folahan, 2020:690). Consequently, TVET is uptaken by those with inadequate grades to meet 

the university entry requirements (Johnson & Folahan, 2020:690). Additionally, Mbamaluikem & Balogun 

(2020:369) assert that most TVET students desire to further their studies at a university—meaning they are 

not psychologically attuned to the TVET experience. 

(ii) Job Creation 

“A contemporary problem of technical and vocational education in Nigeria is the poor training of both the 

provider and the receiver” (Agha et al., 2020:46) 

This study found that the Nigerian TVET system is confronted by numerous sustained challenges resulting 

in its dysfunctionality; consequently, it barely contributes to job creation (Agha et al., 2020). Likewise, 

Edward & Mkinebari (2021) conclude that the funding of the TVET system has resulted in it not attaining 

its objective of job creation. Lasty, Ezeugwu et al. (2020) conclude that poor policy implementation has 

resulted in poorly trained TVET graduates that are unemployable. 

(iii) Poverty Alleviation 

Due to the challenges mentioned above, the Nigerian TVET experience has not contributed to poverty 

alleviation. Boyi (2019:27) also attributes the high unemployment rate to the Nigerian TVET system’s 

shared challenges. Furthermore, Boyi (2019:27) argues that the high number of malnourished people results 

from the lack of nutritious food, which could be offset by the infusion of home economics in the TVET 

curriculum. 

4.5.3. Theme 3: Governance 

Theme 3: Corruption, Government Apathy and Resourcing of TVET are the three sub-themes of govern-

ance, as shown in Figure 4-15 on overleaf. 
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Figure 4-15: Case D Theme 3 Mind Map (Governance) 

 

4.5.3.1. Government Apathy 

“Appointment of non TVET personnel as a leader or head of a TVET institution, such a leader, may have 

no idea of what TVET entails” (Idjawe 2020:135) 

The Nigerian government does not acknowledge the significance of TVET (Abutu et al., 2017). TVET 

administrators have a massive challenge of persuading the government to prioritise the resourcing of the 

TVET system (Chioke, Babalola & Jibir, 2018:194). In conclusion, due to government apathy, TVET in-

stitutions are under-resourced and incompetent; politically linked individuals get deployment in leadership 

positions (Idjawe 2020:135). 

4.5.3.2. Corruption 

Some scholars cite corruption as the root cause of the current state of the Nigerian TVET system. Fabi & 

Bashir (2020) note the misappropriation of education funds, hence the lack of development of the TVET 

system. Likewise, Ezeugwu et al. (2020:124) highlight that “many implementers corruptly divert much of 

the funds and educational resources to serve personal interests.” Boyi (2019:27) confirms that corruption 

through bribery leads to mismanagement of resources and is the primary cause of the appalling state of 

TVET in Nigeria. Furthermore, Akanabi (2017:8) identifies fruitless expenditure emanating from contracts 

that are never concluded as a considerable challenge. For example, there was a TVET construction pro-

gramme in fifteen (15) states, but all were left at a foundation level from 2014 to date, with not one of the 

construction projects completed. In summing up: “Corruption has been a [significant] problem, and the list 

of corrupt practices is inexhaustible in Nigeria” (Akanabi 2017:8).  

4.5.3.3. Resourcing of TVET 

Investment by the Nigerian government in TVET is inadequate (Chioke, Babalola & Jibir, 2018; Abutu et 

al., 2017). Moreover, there is infrastructure decay, lack of workshops, lack of training materials in the 

workshops, lack of qualified teachers and under remuneration of qualified teachers (Akanbi, 2017:7; Boyi 

2019:27; Chioke, Babalola & Jibir, 2018:193-194; Danladi et al., 2020:75; Ezeugwu et al., 2020:130; Fabi 

& Bashir, 2020:1128; Idjawe, 2020:132). Yet, there is an overwhelming demand for TVET. The overall 
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government expenditure on education is about 7%, and TVET gets a small portion of that allocation (Ed-

ward & Mkinebari, 2021:5; Idjawe 2020:132). In summing up, the lack of resources hinders the overall 

quality of teaching and learning and inhibits the government to accomplish broad economic goals through 

TVET (Johnson & Folahan 2020:692). 

4.6. Chapter Synopsis 

This chapter presented the findings from the review of studies that survived the screening process explained 

in Chapter Three. This study conducted an inductive analysis of the results using the NVIVO software. The 

study found that all cases discussed teaching and learning and socio-economic development. Moreover, 

Finland and Nigeria did not discuss the ecological dimension, and only Nigeria had a poor governance 

theme. The study developed thematic frameworks from the included studies for each case through inductive 

coding, ensuring a rigorous data analysis process. The upcoming final chapter discusses the findings, draws 

conclusions and makes recommendations on how the TVET model could be shaped as a policy instrument 

that helps lead to a prosperous South Africa. 

  



80 

 

CHAPTER FIVE 

5. DISCUSSION OF KEY FINDINGS, CONCLUSIONS AND RECOMMENDATIONS 

5.1. Introduction  

This chapter discusses findings from the studies included in the SR. The discussion is framed on the central 

research question and three broad sub-research questions, which mirror the primary and secondary objec-

tives. The discussion is informed by the theoretical framework discussed in Chapter Two. Section 5.2 sum-

marises the research problem and the resulting research questions, whilst section 5.3 summarises the emerg-

ing themes before demonstrating responsiveness to research questions. Section 5.4 presents conclusions 

and recommendations, thereby showing how the research objectives were achieved. Furthermore, the chap-

ter considers the limitations of the study in section 5.5 and proposes opportunities for future research in 5.6. 

Additionally, sections 5.7 and 5.8 point out the significance of the findings and policy implications, respec-

tively. Lastly, Section 5.9 will provide a succinct summary to conclude this chapter and the dissertation. 

5.2. Summary of the Research Problem and Research Questions 

Poverty alleviation has been the SA government’s central policy issue since the end of Apartheid without 

success. The government has been using job creation as a policy instrument to deal with poverty challenges. 

In other words, job creation has been the means to an end, the end being alleviated poverty. Paradoxically, 

there is a chronic mismatch between the work opportunities and the available skills. In contrast, some coun-

tries have enacted TVET and used it as a central policy mechanism for poverty alleviation—poverty alle-

viation has been the means to an end, and the end has been prosperity. However, in SA, currently, there is 

no holistic policy framework for TVET implementation across basic education, tertiary education, and in-

dustry, resulting in coordination challenges. Hence, the study explored TVET policies from the selected 

cases to assess the best-fit elements. Next, this section reiterates the research questions which arose from 

the research problem. 

The central research question (CRQ):  

How can a TVET policy enable prosperity?  

Hitherto, specifically, in section 2.2.1. the study conceptualised prosperity as not merely a matter of wealth 

or income but a more extensive phenomenon, encompassing “health, ecological well-being, opportunity 

and quality of life.”  

The research sub-questions (RSQs) are as follows: 

• How can TVET a policy enable employability? 

• How can a TVET policy enable entrepreneurship? 

• How can a TVET curriculum enable development? 
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with the theoretical proposition stated in section 2.9.3 that prosperity is attainable when there are market-

creating innovations and the custom of common reciprocity in society. These independent variables of em-

ployability, entrepreneurship and development are further discussed in response to the research sub-ques-

tions, which can be seen as building blocks of prosperity.  

5.3.2. How Can a TVET Policy Enable Employability? 

The findings of the study uncovered that a TVET system is crucial for enabling employment creation. 

Confirming Jones’ assertion that the skills mismatch is one reason for persistent structural unemployment—

high-quality education accessible to everyone is the solution (Jones, 2020).  

The results indicate that it is crucial for governments to deliberately facilitate skills development consistent 

with labour market demands to reduce the unemployment levels. This means overcoming and preventing 

the mismatch in the demand and supply of skills. This finding is consistent with Ngcwangu’s (2014) asser-

tion that education has an ideological undertone within the rubric of capitalist accumulation strategies and 

maximisation of profits. Thus, Germany enacted the dual TVET model, tailor-made to prepare students for 

the labour market through collaboration between TVET schools and the industry. Since labour markets are 

the primary beneficiaries of skilled human capital, the German TVET legislation ensures a significant role 

for industry in the TVET experience (BBiG, 2005). 

In contrast, Finland implements a demand-driven individualised competence-based decentralised TVET 

system to facilitate the employability of graduates. The government decentralises curriculum development 

to the local municipal and school levels. The research revealed that decentralisation enables the TVET 

system to respond to industry needs and local economic development opportunities. Students are not sub-

jected to an abstract curriculum of fruitless content that has no bearing on career prospects. This finding of 

TVET responsiveness to industry needs and local economic development contrasts Chomsky’s affirmation 

that, universally, education is primarily designed for passivity (Chomsky 1995). Rather than designing ed-

ucational opportunities that inculcate passivity in students, both Finland and Germany have skills portals 

that serve as a dashboard of the skills profile, enabling informed curriculum development that facilitates 

employability. Consistent with Lechman’s (2010:4) argument that SM[M]Es play an essential role in gov-

ernment for stimulating job creation, findings also indicate that entrepreneurship enables employability, 

especially self-employment.  

5.3.3. How Can a TVET Policy Enable Entrepreneurship? 

Chapter 2 (Table 2-3) highlighted the NDP’s expectation of entrepreneurship to enable the SMME sector 

to create 90% of the targeted 11 million jobs by 2030. Furthermore, the NDP emphasises the significance 

of embedding the entrepreneurial spirit in the schools’ curriculum (RSA 2012:469). This study established 

that TVET graduates account for nearly half of the start-ups established by entrepreneurs with vocational 

training in Germany. Literature shows that Germany produces high-quality industry-ready specialists, 
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inspiring the confidence to start up their enterprises. Furthermore, the German DVETS requires students to 

spend up to eighty percent (80%) of their time in practical training. Therefore, the context is ripe for inno-

vation, stimulating the entrepreneurial spirit.  

Next, this study found that the Finnish decentralised individualised competence-based system is conducive 

for entrepreneurship. Individualism is ripe for innovation and decentralisation for market-creating as it re-

sponds to local economic opportunities. This is consistent with arguments from Frederick et al. (2016:10), 

who posit that an entrepreneur is a “social or business innovator” who identifies local opportunities and 

converts them into enterprises.  

5.3.4. How Can a TVET Curriculum Enable Development? 

The analysis of findings revealed that a TVET curriculum enables development, and there are three dimen-

sions to it: social, economic, and ecological dimensions. These dimensions circle back to prosperity attain-

ment. 

5.3.4.1. Social Dimension  

In Chapter 2, the study highlighted rural development as a mechanism for prosperity. According to World 

Bank (2019c), more than eighty percent (80%) of poor people in Africa live in rural areas. This study 

established that a similar phenomenon is prevalent in China. However, as of 2019, China had reduced 

poverty levels to 0.7% by strengthening rural TVET. Eighty percent (80%) of Chinese TVET institutions 

are in rural areas. This study further determined that in developing countries, the TVET cost is 265% higher 

than the cost of general education. 

Next, this study found that TVET is underfunded in China, especially in rural areas, resulting in the rural-

urban dichotomy in resource allocation. Consequently, rural TVET institutions cannot attract quality teach-

ers. There is a brain drain due to the rural-urban migration of teachers, resulting in a high student-teacher 

ratio, compromising TVET quality. Simultaneously, there is outward migration of rural students, resulting 

in slow rural development. The study further noted an over-emphasis on agriculture in rural TVET in China, 

inhibiting the development of other sectors that could catalyse development. On the one hand, the study 

found that, generally, industries are primarily concerned with material culture. On the other hand, the Chi-

nese TVET curriculum incorporates spiritual culture and ethical consciousness so that the curricula trans-

cend materiality. This cultivates wisdom, morality and nationalism, essential for good governance and na-

tional development.  

Furthermore, the study found that, generally, globalisation tends to alter the worldview on national identi-

ties and education culture. The Finnish context brings contradictory realities to the forefront, using a critical 

realism lens. Finland has enabled an education policy seemingly resistant to global neoliberal influences, 

which enhances nationalism. The Finnish TVET policy is framed on the rich national ethos that citizens are 

a national asset, and that education enables development. Free basic education, including meals, is 
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accessible to all Finnish citizens and is of the same standard regardless of socio-economic class. Yet, un-

expectedly, the study found that the Finnish individualised TVET system yields inequalities by disregarding 

socio-economic diversity. Thus, it appears that the Finnish education policy possibly causes inter-genera-

tional inequality. Turning to Germany, the study found that the strength of the German TVET system is its 

agile response to globalisation which enhances human capital development. Unlike other countries studied, 

the Nigerian TVET experience does not result in social development due to poor governance apparently 

emanating from government apathy and corruption.  

5.3.4.2. Economic Dimension 

The study established that despite the lack of mineral resources, Germany is the global leader in equipment 

manufacturing and is the most economically prosperous country in Europe. The study further found that 

what Germany lacks in mineral resources makes up for in a TVET-centered technological strength. Hence 

the “Made in Germany” brand is the global model. China wants to emulate this model through “Made in 

China 2025”, underpinned by TVET-produced world-class technical personnel. Further findings indicated 

that China intends to ride the 4IR wave by turning to TVET 4.0. to evolve from labour-intensive to techno-

logical intensive initiatives. 

With regard to Nigeria, the study found that, despite the Nigerian economy being the largest in Africa, the 

TVET system is poorly governed, which tends to lead to underdeveloped industrial and technological ini-

tiatives. Consequently, the “Made in Nigeria” brand of products are of low quality. In addition, Nigeria 

relies on importing most manufactured goods, resulting in economic leakages and low national growth. 

5.3.4.3. Ecological Dimension 

The study found that sustainable development is critical for prosperity attainment. On the one hand, the 

Chinese government achieves it by incorporating environmentalism, geographical elements and product 

awareness in the curriculum. On the other hand, the study found that the German TVET system orthodoxly 

serves the interests of capitalistic economic growth, and there has been minimal concern about the cost of 

production on environmental sustainability. However, the study noted an emerging paradigm shift in Ger-

many as Länder federal states have begun to provide for ESD as part of the TVET system. The objective is 

to conscientise learners about environmental sustainability.  

5.4. Conclusions and Recommendations 

Section 5.3 discussed the key findings in reference to the research questions. This section presents high-

level findings related to the achievement of the research objectives as the basis for drawing conclusions and 

making recommendations. The study’s primary objective was to explore how a TVET policy can be an 

instrument for prosperity attainment. The secondary objectives are to: (1) discover elements of TVET pol-

icies that can enable employability, (2) examine elements of TVET policies that can enable entrepreneur-

ship and (3) determine mechanisms in TVET policies that can enable development.  
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5.4.1. Findings and conclusions that achieve the research objectives  

This section demonstrates how the primary and secondary research objectives were achieved. Section 

5.4.1.1. refers to the achievement of the primary research objectives, whereas sections 5.4.1.2. to 5.4.1.4 

refer to the secondary research objectives, which serve as building blocks toward the achievement of the 

primary research objective. A series of tables are linked to the discussion of the secondary data, briefly 

highlighting relevant data leading to the findings, conclusions and recommendations. 

5.4.1.1.  Exploration of how a TVET policy can be an instrument for prosperity attainment  

The primary objective of the study was to explore how TVET can be an instrument for prosperity realisa-

tion. Significantly, the study established that the primary objective could be obtained when an underlying 

layer of good governance and ecological sustainability exists in a TVET policy.  

The findings suggest that TVET may enable good governance when a curriculum infuses a nationalist ide-

ology, spiritual culture and ethics—incorporating environmental sustainability through deepening ecologi-

cal revolution could enable sustainability. Moreover, a TVET curriculum may facilitate economic and so-

cial sustainability. Additionally, the results suggest that a TVET policy could enable economic development 

through entrepreneurship. Lastly, TVET could enable social sustainability through employability, which 

entails self-employment and industrial employment. 

Conclusion: Based on the synthesis of findings, it is concluded that TVET policy could enable sustainable 

socio-economic development, thus enabling prosperity.  

5.4.1.2. Discovery of how mechanisms in TVET policies can enable employability 

The study aimed to confirm the adeptness of TVET policy mechanisms in enabling employability. The 

analytical exploration of the selected cases revealed the key findings exhibited in Table 5-3. 

Table 5-3: Mechanisms within a TVET policy that enable employability 

No. Employability Finding Summary 

1. Duality in the TVET policy. School-industry cooperation enables the production of skills required by 

the industry averting a mismatch in the supply and demand. 

School-community cooperation enables unqualified skilled local talents 

to impart indigenous knowledge into practical training. 

Teachers with dual qualifications: professional qualification and teach-

ing qualifications enable inculcation of the professional culture in 

school, thus producing quality graduates. 

2.  Individualised competence-

based curriculum.  

The individualised competence-based curriculum entails skills audit so 

that a streamlined individualised curriculum only addresses the skills 

gap and enhances employability. 

The study findings suggest that a triple helix of duality enable the employability of TVET graduates. These 

are school-industry cooperation, school-community cooperation, and doubling qualified teachers. Unex-

pectedly, the study found that, even though the individualised competence-based curriculum could enhance 
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employability, it could simultaneously generate inequalities as it disregards socio-cultural and socio-eco-

nomic diversities. This finding is worth noting as South Africa is the world’s most unequal country.  

Conclusion: Based on the synthesis of findings, it is concluded that a demand-driven individualised com-

petence-based TVET policy may enhance employability.  

5.4.1.3. Examination of TVET curriculum elements that can enable entrepreneurship 

The next secondary objective was to establish if TVET curriculum elements can enable entrepreneurship. 

The examination of the selected cases established the critical findings in Table 5-4. 

Table 5-4: TVET Curriculum Elements Enabling Entrepreneurship 

No. Entrepreneurship finding Curriculum Element 

1. Strong practical orientation A dual TVET system with strong (60% to 80%) industry practical ori-

entation produces high-quality self-reliant industry-ready specialists—

students graduate with advanced skills. This enables them to be self-re-

liant, inspiring confidence to start their businesses and resulting in en-

trepreneurship. 

2.  Decentralisation  Decentralisation enables a curriculum that responds to local economic 

development opportunities which stimulates entrepreneurship. 

3. Individualism Student autonomy inspires innovation and results in entrepreneurship. 

The key findings shown in Table 5-4 help tease out the theoretical proposition divulged in section 2.9.3 

that education which incorporates entrepreneurship and local knowledge is ripe for sustainable develop-

ment. Decentralisation facilitates curricula responsive to locally available economic opportunities, while 

individualism inspires the entrepreneurial spirit in a way that meets local needs. 

Conclusion: Based on the synthesis of the findings, it is concluded that the authorities’ decentralisation of 

an individualised TVET curriculum with strong industry practical orientation to local municipal or school 

levels could enable entrepreneurship.  

5.4.1.4. Determination of development enabling TVET policy mechanisms  

The third and final SRO of the study was to explore if mechanisms in TVET policies can enable develop-

ment. The findings revealed in Table 5-5 emerged. 

Table 5-5: TVET Policy Mechanisms Enabling Development 

No. Development finding Policy Element 

1. Social development TVET-centric rural development based on agriculture alleviates poverty. 

Allocating adequate resources in rural TVET curtails rural-urban migration 

of teachers and students while attracting quality teachers to rural areas stim-

ulating rural development.  

Offering free, equal TVET regardless of socio-economic and socio-cultural 

class and providing meals attracts students.  



88 

 

No. Development finding Policy Element 

2.  Economic development  A technologically focussed TVET strengthens the emulation of the globally 

modelled “Made in Germany” brand by producing world-class technical 

personnel. 

Incorporating TVET 4.0 enables the country to ride the 4IR wave and pre-

pare citizens for technological skills.  

3. Environment sustainability 

development education 

Incorporating environmentalism, geographical elements, and product 

awareness cater to sustainable socio-development.  

Findings shown in Table 5-5 demonstrate that a TVET policy may facilitate social development, economic 

development and environmental sustainability – all of which circle back to national prosperity.  

Conclusion: Based on the synthesis of findings, it is concluded that a TVET system may enable sustainable 

socio-economic development.  

5.4.2. Recommendations based upon findings and conclusions 

The researcher suggests the following recommendations that are based on the findings and conclusions of 

this study. 

i) The South African government should consider reintegrating basic and higher education to prevent 

fragmented governance. Bringing the two departments under one ministry could ensure effective 

pathways and coherent implementation of TVET.  

ii) National Treasury should conduct an expenditure analysis and cost modelling exercise to ensure 

equitable funding of TVET in rural areas, urban areas and previously disadvantaged communities. 

This will prevent the asymmetric allocation of resources and curtail the rural-urban dichotomy and 

concomitant inequalities.  

iii) The government should consider incorporating a nationalist ideology, spiritual culture and ethics in 

the TVET curriculum as a foundation for future good governance. 

iv) The National Department of Education (basic and higher education) should consider ESD for envi-

ronmental sustainability consciousness. This entails free, equal basic education, including the provi-

sion of nutrition to indigent students for social sustainability. 

v) The government should develop a TVET policy that caters to individual students’ interests and ca-

reers prospects founded on recognising prior learning while considering industry requirements. 

vi) The government should decentralise curriculum development to the Local Municipal level to ensure 

that it responds to local developmental needs and incorporates local knowledge, including indigenous 

knowledge.  
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vii) The authorities should incorporate the 4IR technological elements in the TVET policy (TVET 4.0) 

to ensure that future entrepreneurs and workers have relevant skills for future economic opportuni-

ties. 

viii) Since the labour markets are the primary beneficiaries of skilled human capital, the TVET policy to 

ensure industry, including state-owned enterprises and government entities, have a more significant 

role regarding work-based learning, thus enhancing the quality of practical learning. 

5.5. Limitations of the Study 

As this was a transnational study, the foremost constraint related to budget and time, which hindered the 

researcher from travelling to the selected countries. Consequently, it was not feasible to triangulate second-

ary data with the primary data. Nevertheless, this SR is a non-empirical study, so the collection and analysis 

of primary data were not intended from the outset. Moreover, there was a deliberate bias of excluding 

documents that were not in English to avoid translational costs. Accordingly, there could be crucial data, 

which this criterion excluded. Furthermore, the study predominantly sampled primary studies; as a result, 

it possibly left out essential data from other studies based upon documentary evidence. The last limitation 

relates to the limited data access; the study only had access to published documents, it could not access 

documents like meeting minutes.  

5.6. Recommendations for Future Research 

It is worth mentioning that the study raised some questions through the unexpected findings. The first one 

was the exponentially high cost of the TVET experience compared to general education in developing coun-

tries. Further inquiry into this phenomenon is recommended. The second unexpected finding was regarding 

the inequalities caused by the individualised competence-based TVET system. It was beyond the scope of 

this study to explore this phenomenon. Therefore, it is recommended that empirical research investigate this 

finding. Lastly, the study recommends an empirical study to supplement and enrich the finding of document 

analysis. 

5.7. Significance of Findings 

It is worth mentioning that the limitations did not inhibit the research from answering the research questions 

and addressing the research objectives. As demonstrated below, the findings will add substantial value to 

the body of knowledge about the phenomenon under investigation. 

• A holistic policy framework is absent in SA for TVET implementation across basic education, tertiary 

education and industry; the study findings could serve as the framework for developing a contextually 

relevant policy framework.  

• Chapter 2 highlighted the NDP’s expectation of entrepreneurship to enable the SMME sector to create 

90% of the 11 million jobs it targets for creation before 2030. Nevertheless, the NDP did not offer any 
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policy instruments; the findings suggest that the study may have found a policy instrument to enable 

the NDP’s expectations. 

• In the introduction and Chapter 2, the study highlighted how economic growth targeting has failed to 

enable job creation. The unemployment rates increased whether or not the economy grew. The demand 

for jobs expected by economic growth did not materialise due to the mismatch between the available 

job opportunities and skilled human capital. Hence, the study findings could be the basis to conclude 

that the study unearthed an alternative to GDP growth per capita as a stimulant for employment de-

mand and prosperity attainment. 

5.8. Policy Implications for South Africa 

The findings have significant policy implications for the SA government. Firstly, the government may be 

required to develop TVET law and policy. The findings revealed how prosperous countries implemented 

TVET law and policy to attain prosperity. Furthermore, the findings rebutted the notion that in SA, TVET 

is predominantly the responsibility of the Department of Higher Education. VET law and policy may en-

force coherent implementation of TVET by collective efforts of basic education, private sector, public sec-

tor, and state-owned enterprises. These will help enable a developmental state and prosperity attainment. 

Lastly, there may be a need for the SA government to reinstate Technikons, as the findings demonstrated 

their international equivalent’s essence in producing specialised skills. 

5.9. Chapter Synopsis 

This chapter discussed the study’s findings, which revealed that a TVET system could enable prosperity 

when supported by the three pillars: sustainability, good governance, and socio-economic development. 

Additionally, the three pillars must be founded on TVET law and policy. Furthermore, this chapter pre-

sented concise high-level findings to address the research questions and objectives, which led to the con-

clusions and recommendations. Furthermore, the chapter noted the study limitations and proposed prospects 

for future research. Lastly, the chapter highlighted the significance of the findings and policy implications. 

This synopsis concludes the dissertation. 
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Appendix B: Data Quality Form 

DATA QUALITY FORM 

Questions  Yes No 

1. Are the results “true” for the contributors and 

the context?  

  

2. Are the conclusions relevant in other con-

texts or settings? 

  

3. Would the findings be similar if the research 

were repeated with the same or similar partici-

pants in the same or similar context?  

  

4. How much have the researcher’s biases and 

perspectives influenced the findings.  
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Appendix C: Data Extraction Form 

DATA EXTRACTION FORM 

Data extraction No.  

Reference  

Author & year  

Title  

Country  

Objective  

Dependent variables  

Quality assessment  

Outcome  

Comments  

 




