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Abstract 

 Namibia's Technical and Vocational Education and Training (TVET) sector is central to national efforts to address youth 

unemployment, currently estimated at 44.4% among 15–34-year-olds, and to align skills development with the African 

Union's call for demand-driven training. Yet Namibian evidence on how TVET graduates themselves experience this 

alignment remains scarce. This study investigates how graduates of Namibian Vocational Training Centres (VTCs) 

perceive their programme's effectiveness—satisfaction, employability, and perceived skills gained—and how well its 

curriculum has kept pace with changing industry and technological demands. A convergent parallel mixed-methods design 

was used, with 20 graduates completing a single online survey combining closed- and open-ended items, analysed through 

descriptive statistics and thematic analysis and integrated via a joint-display approach. Graduates rated instructor 

knowledge and programme relevance favourably, and identified practical, hands-on lessons as the most valuable 

programme component. However, only 35% were employed in their trained field, and graduates independently identified 

the same gaps found in the regional literature: limited business and entrepreneurship content, weak internship support, 

and facilities that lag industry standards. These findings, though drawn from a small, non-probability sample, converge 

with wider SADC-region evidence and point to curriculum-industry linkage, not teaching quality alone, as the priority for 

strengthening TVET's contribution to graduate employability in Namibia. 
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INTRODUCTION 

Namibia's youth unemployment remains one of 

the most pressing socioeconomic challenges 

facing the country [1]. The 2023 Labour Force 

Survey places unemployment among Namibians 

aged 15–34 at 44.4%, a rate that rises further once 

discouraged jobseekers in rural and economically 

marginalised regions are included [2]. In 

response, Namibia has aligned itself with the 

African Union's call to strengthen technical and 

vocational education and training (TVET) as a 

mechanism for equipping youth with technical 

and entrepreneurial skills [3]. This positioning 

reflects a broader global pattern: TVET is 

increasingly treated as a core instrument of social 
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and economic policy for combating youth 

unemployment and building a skilled workforce, 

across industrialised, emerging, and developing 

economies alike [4], [5], [6]. 

There has been an observable political 

strategy in Namibia to strengthen the role of 

vocational education and training in national 

development [7], [8]. Namibia's Vision 2030 

aims to transform the country into a knowledge-

based, industrialised economy with equal 

opportunities for improved living standards [9], 

[10]. The Harambee Prosperity Plans (HPP) I and 

II similarly recognise TVET as a critical driver of 

the skills, knowledge, and technical 

competencies required for productivity in a 

knowledge-based economy, and both plans 

underscore the importance of directing TVET 

graduates toward 21st-century skills [11], [12]. 

The Namibia Training Authority (NTA) 

regulates the vocational training centres (VTCs) 

that deliver the majority of TVET programmes in 

the country. According to the NTA's annual 

report (2019–2020), seven public VTCs and 

ninety private institutions held official NTA 

registration by 2020. The public VTCs—

Eenhana, Nakayale, Okakarara, Rundu, 

Valombola, Zambezi, and Gobabis—offer 

programmes spanning Air-conditioning and 

Refrigeration, Automotive Mechatronics, 

Electrical General, Electronics, Office 

Administration, Boilermaking, Bricklaying and 

Plastering, Clothing Production, Hospitality and 

Tourism, Joinery and Cabinet Making, Plumbing 

and Pipe Fitting, and Welding and Metal 

Fabrication [13]. 

Enrolment at both public and private VTCs 

has generally trended upward, although 2021 saw 

a decline in both enrolment and graduation 

figures (Table 1). This dip coincides with the 

disruption caused by COVID-19, which forced 

the closure of training institutions and a rapid 

shift to remote instruction. Institutions have since 

normalised blended delivery, combining face-to-

face teaching with recorded lectures and 

platforms such as Microsoft Teams, Zoom, and 

BigBlueButton [14]. This shift implies that VTCs 

have had to invest in learning technologies and 

ICT infrastructure, adapt how TVET skills are 

imparted, and formulate policies for virtual and 

blended learning—an adjustment that is itself one 

of the exogenous pressures reshaping TVET 

delivery discussed later in this section. 

Table 1 summarises enrolment and 

graduation figures reported by the NTA between 

2015 and 2022. The table is included to 

substantiate two claims made in this section: first, 

that VTC enrolment has grown steadily enough 

to make Namibia's TVET system a meaningful 

national training pipeline; and second, that 

graduation rates (the proportion of enrolled 

trainees who complete their qualification) have 

fluctuated sharply—falling as low as 13.8% in 

2020 before rising to 56.6% in 2021—which 

points to volatility in institutional capacity and 

throughput. These fluctuations matter for the 

present study because they indicate that 

enrolment growth alone is not a reliable proxy for 

system performance, reinforcing the need to 

examine graduate-level outcomes (satisfaction, 

employability, and perceived skills gained) 

directly, which is the empirical focus of this 

study. 

 

Table 1. VTC enrolment and graduation statistics, 2015–2022 [13] 

Year Enrolment Graduates % 

2015 27 137 3852 14,2 

2016 26 800 5849 21,8 

2017 27 000 8748 32,4 

2018 32 120 8944 27.8 

2019 31 506 15 064 47.8 

2020 34 920 4 833 13,8 

2021 16 740 9134 56,6 

2022 23 412 4555 19.45 

 

Beyond internal institutional capacity, 

Namibia's TVET system operates within a wider 

regional context that shapes what it can 

realistically deliver. Despite growing recognition 

of the need for demand-driven TVET, many 

member states of the Southern African 

Development Community (SADC)—the 16-

country regional economic bloc to which 

Namibia belongs—continue to operate 

predominantly supply-driven systems, producing 
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graduates in volumes and specialisations that do 

not track labour-market demand and can 

therefore contribute indirectly to graduate 

unemployment [15]. This weakness has become 

more consequential, not less, in recent years, 

because the demands placed on TVET curricula 

are no longer static. Two exogenous currents in 

particular have accelerated the gap between what 

TVET curricula teach and what labour markets 

require: 

First, technological change associated with 

the Fourth Industrial Revolution (4IR). 

Automation, digitalisation, and the diffusion of 

Industry 4.0 technologies are reshaping the skills 

profile that employers expect from technical and 

vocational graduates across African labour 

markets, yet curricula in many SADC countries 

have been slow to incorporate digital and data-

related competencies into artisan and technician 

training [16]. In South Africa's TVET college 

sector, for example, curriculum transformation 

aligned with 4IR skill sets has been identified as 

a precondition for graduate employability, but 

implementation is constrained by top-down 

curriculum governance that limits the ability of 

colleges and lecturers to respond quickly to 

changing industry needs [17]. 

Second, weak feedback loops between 

industry and curriculum developers. Feedback 

mechanisms between the labour market and 

TVET providers remain weak across most SADC 

member states, and monitoring and evaluation 

systems are not robust enough to generate the 

kind of feedback needed to keep curricula current 

[15]. TVET providers typically review curricula 

only every four to five years, and limited 

financial resources frequently push actual 

reviews beyond that already-slow cycle. Regular 

review matters because it is the mechanism 

through which curricula stay aligned with 

shifting industry practice; without it, programmes 

and their graduates fall behind a labour market 

that changes continuously. Recent curriculum-

development literature reinforces this point, 

arguing that sustained industry–provider 

partnership is necessary to keep technical and 

engineering qualifications aligned with evolving 

occupational standards [18]. 

Together, these two currents—accelerating 

technological change on one side and slow, 

resource-constrained curriculum review on the 

other—define the "exogenous currents" 

referenced in this study's second research 

question. They are exogenous in the sense that 

they originate outside the direct control of 

individual VTCs or the NTA (global technology 

diffusion, employer practice, regional labour-

market shifts), yet they directly determine 

whether a TVET qualification remains relevant 

by the time a trainee graduates. How the present 

study investigates graduates' perceptions of this 

alignment. 

 

Rationale of the study 

Although access to TVET in Namibia has 

expanded, a large share of VTC graduates enter 

the labour market without securing employment, 

contributing to a youth unemployment rate of 

44.4% among 15–34-year-olds [2]. Others 

complete their TVET qualification but move into 

unrelated fields altogether. Both patterns point 

toward a mismatch between the occupational and 

entrepreneurial competencies TVET curricula 

develop and the competencies the labour market 

actually demands—a mismatch that recent scale-

development work on entrepreneurial exposure 

in vocational education suggests is measurable 

directly through graduates' self-reported 

exposure to business knowledge and soft skills 

during training [19]. 

Namibia-specific literature on this mismatch 

is thin. There is limited documented evidence on 

the quality and relevance of vocational training, 

on throughput rates, or on how graduates 

themselves describe their transition from training 

into (self-)employment. This scarcity of 

empirical, graduate-level evidence is not unique 

to Namibia: across SADC more broadly, weak 

statistical infrastructure and limited empirical 

research constrain evidence-based TVET 

policymaking, reflected in low uptake of 

appropriate technology, the absence of integrated 

management information systems, weak links 

between research institutions, training providers, 

and industry, and limited innovation capacity 

within the sector [20]. 

Against this background, the study asks two 

questions, framed here in plain terms: 

 

(RQ1) How satisfied are TVET graduates in 

Namibia with the training they received, 

and how employable and skilled do they 

feel as a result? 

(RQ2) How well do TVET graduates think their 

training kept pace with changing industry 

and technology trends? 
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These two questions correspond directly to 

the three outcome variables examined 

empirically in this study—graduate satisfaction, 

employability, and perceived skills 

development—which are the same variables 

introduced in the Methods section below and 

should also anchor the wording of the abstract 

and conclusion, so that the questions asked here, 

the data collected, and the claims made at the end 

of the paper describe the same three constructs 

throughout. 

 
RESEARCH METHOD 

The study employed a mixed-methods research 

approach, specifically a convergent parallel 

design, in which quantitative and qualitative data 

were collected concurrently from the same 

respondents through a single instrument, then 

analysed separately before being merged at the 

interpretation stage to produce a more complete 

answer than either strand could provide alone 

[21], [22]. In this design, the qualitative strand 

was treated as the primary source of insight into 

graduates' lived experience of the TVET 

programme, while the quantitative strand served 

a complementary and corroborating role: it did 

not confirm the qualitative findings in a 

hypothesis-testing sense, but rather indicated 

how widely shared a theme was across the 

sample, allowing the study to say not only what 

graduates experienced but how common that 

experience was [21]. This convergent structure 

mirrors recent tracer-study designs used to 

evaluate vocational and professional training 

programmes in the East African region, where 

graduates' concurrent survey responses were 

similarly analysed as separate quantitative and 

qualitative strands before being integrated to 

inform curriculum recommendations [22]. 

The study's main objective—to assess 

graduates' satisfaction, employability, and 

perceived skills enhancement from the TVET 

programme—corresponds directly to RQ1 

(graduates' satisfaction, employability, and 

perceived skill gains) and RQ2 (how well the 

curriculum kept pace with industry and 

technology trends). Employability, specifically, 

is the construct through which the study 

addresses job opportunities: it captures not only 

whether a graduate found employment, but 

whether that employment was in the trained field, 

in a different field, or not at all—the same 

distinction later reported in the Results section 

(Figure 2). This methodological choice, drawing 

on graduates' concurrent quantitative and 

qualitative accounts of the same experience, was 

intended to produce a more complete picture of 

programme efficacy than either data source could 

offer in isolation. 

The questionnaire was administered as a 

single online instrument via Google Forms, 

combining closed-ended items (generating the 

quantitative data) and open-ended items 

(generating the qualitative data) within the same 

form, so that both data types were collected from 

the same respondent in the same sitting rather 

than through separate instruments (addressing the 

earlier structural split between "qualitative data 

collection" and "quantitative data" as two 

disconnected paragraphs). The snowball 

sampling method was employed, in which the 

initial survey link was randomly distributed 

among graduates of the TVET programme, who 

were subsequently urged to disseminate it among 

their fellow graduates. This approach enabled 

enlisting a heterogeneous group of individuals 

from different VTCs throughout Namibia. 

A total of 20 TVET graduates completed the 

online questionnaire. Because the instrument was 

a single convergent-design form, every 

participant who answered the closed-ended items 

also had the opportunity to answer the open-

ended items—there was no separate qualitative or 

quantitative subsample. Given the non-

probability, snowball-recruited nature of the 

sample, the 20 respondents should be read as an 

indicative cross-section of graduates reachable 

through peer networks, not as a statistically 

representative sample of Namibia's VTC 

graduate population; percentages reported in the 

Results are therefore descriptive summaries of 

this specific group; each is followed, in this 

section, by the corresponding respondent count 

out of 20. 

The closed-ended items were organised into 

four constructs, each mapped to a specific 

research question. Programme satisfaction and 

relevance (RQ1) was measured through one five-

point relevance-rating item (reported in Figure 3) 

plus two five-point items on overall teaching 

quality and instructor knowledge. Employability 

(RQ1) was measured through one categorical 

item on current employment status (reported in 

Figure 2). Perceived skills enhancement (RQ1) 

was measured through one item on how 

entrepreneurial exposure was gained (vocational 

projects, internship, or real-life experience) plus 
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one item on facilities and resource adequacy. 

Curriculum-industry alignment (RQ2) was 

probed through open-ended items asking 

graduates to name the most beneficial parts of 

their training and any topics they expected but did 

not receive, directing respondents explicitly 

toward identifying gaps between what they were 

taught and what the labour market subsequently 

required. The questions were systematically 

designed to collect precise data about the 

participants' encounters and perspectives of the 

programme. 

Responses to the closed-ended items were 

exported from Google Forms into a spreadsheet 

and summarised using descriptive statistics—

frequencies and percentages—for each of the 

four constructs described above, providing the 

numerical distributions reported in the Results 

section (correcting the earlier statement that data 

analysis was performed within Google Forms 

itself; Google Forms was used only for data 

collection, and the platform's own summary 

charts were not used as the analytic output). 

The open-ended responses underwent 

thematic analysis following Braun and Clarke's 

[23] six-phase approach: familiarisation with the 

responses, generation of initial codes, searching 

for themes across codes, reviewing themes 

against the coded extracts, defining and naming 

themes, and producing the thematic account 

reported under each Results subsection. This 

technique facilitated a comprehensive 

interpretation of the participants' viewpoints and 

encounters. 

Integration of the two strands followed a 

joint-display logic [21]: for each construct, the 

descriptive statistics and the corresponding 

themes were placed side by side and read 

together, so that a numerical pattern (for example, 

the proportion of graduates rating their 

programme as relevant) was interpreted in light 

of the qualitative reasons graduates gave for that 

rating, and vice versa. This joint reading is what 

allows the study to move from separate 

quantitative and qualitative results to an 

integrated answer to RQ1 and RQ2, as 

summarised in Figure 1. 

 

 
Figure 1. Convergent parallel design: data collection, analysis, and integration 

 

Consideration of ethical issues was of utmost 

importance during the research process. All the 

respondents were provided with informed 

consent and were guaranteed anonymity. That is, 

they are referred to in this study as respondents 

without mentioning their names. The 

questionnaire was specifically crafted to mitigate 

any potential hazards to participants, and the 

anonymity of the data was upheld during the 

analysis and reporting stages of the study. 

Although significant efforts were made to 

guarantee the accuracy and dependability of the 

study, it is important to recognise and admit 

several limitations. There could have been a 

possibility of response bias that is naturally 

present in data reported by individuals 

themselves. Another limitation is the restricted 

applicability of results due to the use of a non-

probability sampling technique, and the 

dependence on cross-sectional data, which 

prevents the establishment of causal 

relationships. 
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RESULT AND DISCUSSION 

The online questionnaire yielded responses from 

20 TVET graduates. Consistent with the 

convergent parallel design established in the 

Methods section, each quantitative pattern 

reported below is read alongside the qualitative 

responses collected from the same respondents in 

the same instrument. Because a sample of 20 

cannot support statistical generalisation, every 

percentage in this section is reported together 

with its underlying count, so that the reader can 

judge for themselves how much weight a given 

figure can bear—a corrective to the earlier 

version of this section, where percentages were 

presented without their base counts and read as 

though they were more conclusive than a sample 

of this size permits. 

 

Participants and employment outcomes (RQ1) 

Of the 20 respondents, 9 (45%) were female and 

11 (55%) were male; 3 (15%) had attended 

private VTCs and 17 (85%) public VTCs. 

Respondents had completed programmes in 

Clothing Production, Water Management (Water 

Care), Boilermaking and Welding, Office 

Administration, Graphic Design, and Electrical 

General, and graduated between 2005 and 

2023—a span wide enough that respondents' 

labour-market experience is not uniform, a point 

we return to below. 

Employment status (Figure 2) showed 8 

respondents (40%) unemployed, 7 (35%) 

employed in their field of training, 4 (20%) 

employed in a different field, and the remaining 

5% reportedly split between further study in the 

same field and further study in a different field. 

Here a data-consistency check is worth flagging 

explicitly: at n=20, every category should 

correspond to a whole number of respondents 

(multiples of 5%). The reported 3% and 2% for 

the two further-study categories do not resolve to 

whole respondents (0.6 and 0.4), which most 

likely indicates that these two sub-categories 

jointly represent 1 respondent (5%). We flag this 

here because treating the 3%/2% split as literal 

would overstate the granularity the data can 

support—precisely the kind of premise the 

findings should not be asked to carry. With that 

correction, the employment picture is: 8 

unemployed, 7 field-matched, 4 field-

mismatched, 1 pursuing further study. A 40% 

unemployment rate among this graduate cohort is 

broadly consistent with regional patterns: 

national labour force data places youth 

unemployment (ages 15–34) at 44.4% [2], and a 

comparable convergent-design tracer study of 

health-sciences graduates in East Africa likewise 

found that a substantial share of graduates in 

adjacent, non-target fields [22]. The 35% field-

matched employment rate sits below the 80% six-

month employment rate reported for TVET 

graduates from institutes with strong industry 

linkages under the World Bank–funded East 

Africa Skills for Transformation and Regional 

Integration Project, suggesting that the industry-

linkage mechanisms credited with that gain—

sector-based training centres, joint curriculum 

review with employers—are not yet operating at 

comparable strength in the VTCs this sample was 

drawn from [24]. 

 

 
Figure 2. Participants’ employment status 

 

Programme relevance and graduate 

satisfaction 

Relevance was rated on a 1 (not relevant) to 5 

(extremely relevant) scale (Figure 3); relevance 

here follows Ngozwana's [20] definition as 

trainees' perception of how well their programme 

closed skills gaps and equipped them for their 

chosen career path. One respondent (5%) rated 

their programme "not relevant," 6 (30%) rated it 

neutral (3), 6 (30%) rated it "relevant" (4), and 7 
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(35%) rated it "extremely relevant" (5)—that is, 

13 of 20 respondents (65%) rated their 

programme 4 or higher, against 1 of 20 (5%) at 

the negative end. 

Read on its own, a 65% positive rating could 

be presented—as the earlier draft did—as 

evidence that "the vast majority of VTC 

programmes are meeting the needs and 

expectations of students." That claim overreaches 

what 13 respondents can establish, and it also 

glosses over the 30% neutral response, which is 

neither positive nor negative and deserves its own 

explanation. Read against the qualitative data 

collected in the same instrument, the neutral and 

low ratings align closely with the specific gaps 

respondents named in the open-ended items—a 

lack of practical exposure, insufficient business-

related content, and limited internship support. 

This is where the convergent design does its 

work: the quantitative rating tells us how many 

respondents were dissatisfied; the qualitative 

items tell us why. Curriculum-industry alignment 

is not a peripheral concern here—it is precisely 

the exogenous-currents issue named as RQ2 in 

the Introduction, and the relevance rating is one 

of the two RQ1 measures (alongside 

employability) through which that alignment is 

felt by graduates. Programme relevance ratings of 

this kind track closely with what a recent 

curriculum assessment of Kenyan TVET 

institutions found: relevance perceptions dropped 

specifically where institutions lacked modern 

equipment and had not built partnerships with 

industry to keep curricula current [24]. The 

pattern is therefore not unique to this sample, and 

it points toward a specific. 

 

 
Figure 3. Participants’ views on the relevance of the programme content to your chosen field 

 

Curriculum content and industry alignment 

Respondents were asked which parts of their 

programme they found most beneficial, and what 

they expected to be covered but was not. Twelve 

of 20 respondents (60%) named practical lessons 

as the most valuable part of their training, 

consistent with the broader finding that hands-on, 

experiential components are what TVET 

graduates most often credit for producing 

transferable skills [25]. Specific units named as 

beneficial—construction, customer-facing 

entrepreneurship content, clothing fabrication, 

collar drawing, video editing—cut across trades, 

suggesting the value graduates place on practical 

content is not confined to any one programme. 

On omitted content, 4 respondents (20%) 

reported no gaps, while the remainder named 

business start-up skills, project management, and 

vehicle electronics as topics they expected but did 

not receive. These gaps are directly relevant to 

RQ2: they describe curriculum content lagging 

behind what the labour market and self-

employment now require—the same exogenous-

currents concern raised in the Introduction 

regarding Industry 4.0 skills and weak 

curriculum-industry feedback loops [16], [17]. 

That graduates themselves identify this gap 

strengthens the case that curriculum review 

cycles are not keeping pace: recent work on 

TVET curriculum development elsewhere in 

Africa reaches the same conclusion from the 

institutional side, arguing that sustained industry 

partnership is what curricula need to stay current 

[18]. The alignment between what graduates 

report missing and what the literature identifies 

as a structural weakness in SADC-region 

curriculum review cycles (as discussed in the 

Introduction) is itself a finding worth stating 
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plainly: the gap is not anecdotal to this sample, it 

recurs across independent sources. 

 

Teaching quality, instructor expertise, and 

facilities: Perceived skills enhancement 

Overall teaching quality: 8 respondents (40%) 

rated it 5 ("excellent"); the remaining 12 (60%) 

were distributed across ratings 1–4. As reported, 

that 60% figure obscures more than it reveals—it 

does not distinguish a respondent who rated 

teaching a 4 from one who rated it a 1, and the 

two imply very different concerns. We note this 

explicitly: the finding that can be responsibly 

drawn from this item is that a minority (8 of 20) 

rated teaching as unambiguously excellent, while 

a majority gave a qualified or lower rating whose 

distribution the current data cannot further 

resolve. A more granular breakdown of the 1–4 

range would be needed before drawing 

conclusions about where teaching quality 

specifically falls short—the kind of finer-grained 

investigation the reviewer's comment rightly 

calls for. 

Instructor subject-matter knowledge showed 

a cleaner distribution: 10 respondents (50%) 

rated it 5, 6 (30%) rated it 4, and 4 (20%) rated it 

3—no respondent rated instructor knowledge 

below 3. This is a more clearly favourable pattern 

than the general teaching-quality item, and it is 

worth treating as a distinct finding: graduates in 

this sample rate their instructors' subject expertise 

more highly than they rate teaching overall, 

which suggests any quality concerns are more 

plausibly about pedagogy or delivery than about 

instructors' technical competence. This 

distinction matters for policy: professional 

development aimed at TVET instructors in 

southern Africa has been found most effective 

when it targets pedagogical mentoring 

specifically, rather than assuming subject-matter 

refresher training is the binding constraint [26]. 

Facilities and resources for practical learning: 

6 respondents (30%) rated adequacy as 5, while 

14 (70%) rated it between 1 and 4, concentrated 

around 3–4. Again, the 1–4 aggregation limits 

how far this can be pushed analytically, but the 

direction is consistent with regional evidence: a 

2023 World Bank assessment cited in recent 

TVET technology-integration research found 

only 38% of sub-Saharan African TVET 

institutions had workshop facilities meeting 

current industry standards, and infrastructure 

shortfalls of this kind have been identified as a 

specific, addressable barrier—distinct from 

curriculum content—to translating TVET 

training into job-ready skills in Kenyan 

institutions as well [24]. Facilities adequacy 

therefore reads as its own construct within the 

"perceived skills enhancement" outcome (RQ1), 

separate from both curriculum content (RQ2) and 

instructor quality. 

Taken together, the teaching-quality, 

instructor-knowledge, and facilities findings do 

not support a single blanket recommendation. 

They point toward three distinct interventions: 

pedagogical mentoring for instructors [26], 

infrastructure investment specifically in 

workshop equipment [24], and continued 

monitoring of the more ambiguous general 

"teaching quality" item with a finer response 

scale in future rounds of this survey. 

 

Entrepreneurial skills and industry exposure 

Open-ended responses on entrepreneurship 

content were direct. One respondent wrote that 

practicals needed to be prioritised over theory 

because graduates otherwise "end up going in the 

industry without knowledge on practicals." 

Another noted the institution "did not put more 

effort into looking for internships," and a third 

suggested students needed explicit instruction in 

"costing and pricing their work to make a profit," 

including resources, time, and overhead costs. 

These excerpts converge on two distinct needs: 

applied business skills (pricing, costing) and 

structured access to industry placements—needs 

that map closely onto Shikalepo's [25] call for 

TVET stakeholders to build a dedicated model 

for embedding entrepreneurial competencies in 

TVET curricula, and onto more recent work 

proposing structured instruments for measuring 

exactly this kind of entrepreneurial-skills 

exposure in vocational settings [19]. 

On how entrepreneurial exposure was 

actually gained, 13 respondents (65%) reported 

vocational projects, 4 (20%) internships, and 3 

(15%) real-life experience. The substantive point 

with more current, Africa-specific evidence: 

strengthening TVET college–industry 

partnerships requires deliberate relationship-

building—clear roles, dedicated liaison staff, and 

sustained engagement—rather than assuming 

placements will arise organically [27]; and a 

recent systematic review of business-internship 

research more broadly confirms that structured, 

well-supervised internships are what reliably 

convert workplace exposure into usable 

competency [28]. Against this evidence, the low 
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internship rate in this sample (20%)—and the 

qualitative complaint that the institution did not 

do enough to secure placements—is consistent 

with a genuine, structural gap rather than an 

isolated grievance. 

 

Synthesis: What the integrated findings say 

about RQ1 and RQ2 

Read individually, several of the quantitative 

findings above are modest and, at n=20, cannot 

be generalised. Read through the joint-display 

logic established in the Methods [21]—pairing 

each rating with the qualitative reasons graduates 

gave—a more defensible picture emerges. On 

RQ1 (satisfaction, employability, perceived 

skills), graduates are moderately satisfied (65% 

rating relevance 4 or above) but only partially 

transitioning into field-matched work (35%), and 

the qualitative data suggest the gap between those 

two figures is explained by specific, nameable 

deficits—practical exposure, business skills, 

internship access—rather than a diffuse 

dissatisfaction with TVET as such. On RQ2 

(curriculum responsiveness to exogenous 

currents), the pattern across the relevance ratings, 

the omitted-topics responses, and the 

entrepreneurship excerpts converges on the same 

conclusion reached independently in the regional 

literature: curriculum review and industry 

linkage in SADC-region TVET systems lag 

behind what employers and self-employment 

now require [16], [17], [18]. The consistency 

between what this small sample of Namibian 

graduates reports and what independent studies 

find across Kenya, South Africa, and the wider 

sub-Saharan region is, itself, the strongest 

evidence this study can offer given its sample 

size—not that the Namibian findings are 

statistically representative, but that they are not 

idiosyncratic. 

The most direct limitation of this evidence 

base remains the one already noted in the 

Methods: a snowball-recruited sample of 20 

cannot establish prevalence, only indicate 

direction. Where this section has drawn a 

stronger claim (e.g., the consistency between 

instructor-knowledge and facilities findings and 

the regional literature), that claim rests on 

convergence with external, independently 

sampled sources rather than on the internal 

statistical power of this dataset. 

 

CONCLUSION 

This study examined how graduates of Namibian 

Vocational Training Centres perceive the 

effectiveness of their TVET training and how 

well that training has kept pace with industry 

needs. Findings on RQ1 were mixed: instructor 

knowledge and programme relevance were rated 

favourably by most respondents, and practical, 

hands-on instruction was consistently identified 

as the most valuable component of training. 

Employability outcomes were more modest—

only 7 of 20 graduates were working in their 

trained field, and 8 were unemployed at the time 

of the survey—indicating that positive 

perceptions of training quality do not 

automatically translate into field-matched 

employment. 

On RQ2, graduates' own accounts converged 

closely with independent regional evidence: 

curricula were seen as under-emphasising 

business and entrepreneurial skills, project 

management, and emerging technical content, 

while access to industry-facilitated internships 

and to adequately equipped facilities remained 

uneven. This convergence—between what a 

small sample of Namibian graduates reported and 

what studies across Kenya, South Africa, and the 

wider SADC region independently find—is the 

strongest basis this study offers for its 

recommendations. 

Three priorities follow directly from these 

findings. First, VTCs and the NTA should 

formalise ongoing curriculum review with 

industry partners, since structured, sustained 

partnership—not periodic top-down revision—is 

what keeps curricula aligned with changing 

occupational demands. Second, entrepreneurship 

content—costing, pricing, and business start-up 

skills—should be built into TVET curricula as a 

core, addressing the specific gap graduates 

named unprompted in this study. Third, 

professional development for instructors should 

target pedagogical delivery specifically, since 

graduates rated instructors' subject knowledge 

considerably higher than teaching quality overall, 

suggesting the constraint lies more in how 

content is taught than in what instructors know. 

These findings should be read as indicative, 

given the small, self-selected sample. A larger, 

representative follow-up study—ideally tracking 

graduates across VTCs and over time—would 

allow the patterns identified here to be tested. 
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