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Series Editors Introduction

This volume by Miriam Preckler Galguera, Globalisation, Mass Education and 
TVET: The Influence of UNESCO in Botswana and Namibia, is the latest book to be 
published in the long-standing Springer book series ‘Technical and Vocational 
Education and Training: Issues, Concerns and Prospects’. This book by Preckler 
Galguera is the 30th volume to be published to date in this book series.

Work is a major feature of most people’s lives. Not only does it provide them 
with the means to meet basic needs, such as food, clothing and shelter, but also the 
type of work undertaken by individuals and groups has a major impact on their self- 
identity, social status and standard of living. Technical and vocational education and 
training (TVET) is concerned with ‘applied learning’, with the acquisition of 
knowledge and skills for the world of work to increase opportunities for productive 
work, sustainable livelihoods, personal empowerment and socio-economic 
development.

This Springer book series on TVET and education for the changing world of 
work seeks to provide comprehensive information about many cutting edge aspects 
of TVET. The series showcases best and innovative approaches to skills develop-
ment for employability and aims to create an effective bridge between research, 
policy and practice. It is an on-going project which seeks to provide a comprehen-
sive picture of current issues, concerns and prospects in TVET worldwide.

This important and timely book by Miriam Preckler Galguera, Globalisation, 
Mass Education and TVET: The Influence of UNESCO in Botswana and Namibia, 
examines the growing interest that exists regarding the impact of globalisation and 
mass education on preparing people for the world of work, with particular reference 
to applied learning and technical and vocational education and training. In doing 
this the author provides a case study of Botswana and Namibia with particular refer-
ence to the impact of the international development agency UNESCO on education 
policy making and practice in the area of TVET.

After setting the context by examining the expansion of mass education, globali-
sation and the impact of international organisations throughout the world, the book 
examines in detail the role and programme activities of the international develop-
ment agency UNESCO in the area of education, with particular reference to 
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TVET.  Examined aspects include UNESCO’s normative TVET instruments, 
UNESCO education strategy 2014–2021 and the impact of UNESCO on education 
development in the less developed and developing countries worldwide, with 
 particular reference to Africa.

This book of nine chapters then moves on to provide specific case studies of 
Botswana and Namibia with regard to the more general matters concerning globali-
sation, mass education and TVET. The book explores the relationship of these coun-
tries to UNESCO in the area of education development.

There is no doubt in my mind that this is an important, cutting edge volume on a 
topic that is of great interest to many researchers, policy makers and practitioners 
throughout the world. I have no doubt that this book will be widely read and that it 
has the potential to have an important impact on policy and practice, and further 
research, in this area.

Rupert MacleanQAPCO Professional Chair in Vocational Studies,  
and UNESCO Chair on TVET  
and Sustainable Development, Office for Applied Research  
and Innovation, College of the North Atlantic-Qatar

March 2018

Series Editors Introduction
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Chapter 1
Introduction

1.1  Introduction

1.1.1  Globalization, World Society, and the Expansion 
of Standardization

Globalization, as a process, has a number of dimensions. First, it increases the polit-
ical and military interdependence and expanded the strength of organizations 
involved. Second, it increases the economic interdependencies. Third, it expands a 
flow of individual persons among societies through socioeconomic migration. 
Fourth, globalization intensifies the interdependence expansion of expressive cul-
ture through communication, and, last, globalization expanded common models of 
social order becoming authoritative in many social settings (Meyer 2000). Moreover 
it has been argued that general models of modern society and the nation-state have 
spread rapidly, with mass education as a derived consequence of the urgency of 
national integration and development (Boli et al. 1985).

As starting point, historicism, with a focus on local factors, does not explain well 
a social change that is happening worldwide. Sociological institutional or neo- 
institutional theory, as it has developed since 1970, has provided a useful perspec-
tive from which to understand the rise, nature, and impact of the modern world 
order or society. For many decades, social theories made difficult to think of the 
world as a society. Societies were independent systems, as the world did not have a 
sovereign state, and global independence was recognized only in a limited way; the 
world was by definition not a society (Heintz 1972; Robertson 1992), but the insti-
tutional theory changes the scenario, and the post-functionalist theories were 
increasingly outlined emphasizing a cultural conception of society as an “imagined 
community” (Anderson 1983) rather than a model of actors involved in functional 
interdependencies (Meyer 2009).
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Even though the world polity and cultural system are relatively stateless, they 
legitimate strong nation-state identities as the dominant actors, which produce very 
strong tendencies for the adoption of common models of modernity, despite extraor-
dinary differences in resources and local culture (Meyer 2009). Nation-state, orga-
nizational, and individual actors are seeking models of their actor hood. Participation 
in these globalized association networks is known to be a strong predictor of proper 
mobilized actor hood: this is true not only of national states but also of formal orga-
nizations and individuals too.

Common models of organization in the world arise and penetrate within social 
life worldwide; according to McNeely (1995) there is no central controlling politi-
cal organization with legitimate sovereignty over or responsibility for the whole. 
There are some important organizations such as the UN system and the World Bank/
IMF, but these are not sovereign; they derive such authority, as they have, from 
delegation by the subunit nation-state actors that make them up. There are also some 
rather dominating subunit actors, but these too have no direct or authoritative sover-
eignty over the system as a whole. Thus modern world society is filled with eager 
participants in the formation of universalized global culture. These are the direct 
creators of the general principles of social progress and social equality.

The economic and financial globalization that began on 1970 created a pro-
foundly new environment for policy actors in both developing and developed 
nations (Fourcade and Babb 2002). It has been suggested that postwar economic 
globalization was the driving force behind the worldwide spread of market-friendly 
policies (Maxfield 1997; Kitschelt et al. 1999). In a context where production and 
finance have become “flexible” and globalized (Boyer and Hollingsworth 1997; 
Castells 2000), the economy is increasingly perceived as exogenous and therefore 
relatively uncontrollable.

Some sociologists have pointed out the importance of international normative 
pressures in constructing the liberalization process as “inevitable” (Centeno 2001). 
According to this analysis, international norms (e.g., the belief in the “market 
logic”) should be regarded as social constructions whose systematic institutional-
ization worldwide is effectively organized by “rationalized others” – mainly – inter-
national organizations (e.g., the United Nations, the Organization for Economic 
Cooperation and Development [OECD], the International Monetary Fund [IMF]) 
and associations, science, and the professions (Haas 1992; Meyer et al. 1997). As 
has been widely shown, these institutions routinely produce, teach, and thereby con-
tribute to the worldwide diffusion of a set of “norms,” including economic ones, 
from standards for the collection of economic data to analytical categories for think-
ing about economic questions and courses of action regarding economic policy.

While this “normative” analytical framework correctly identifies some important 
vehicles for the dissemination of an economic consensus, it does not account for the 
latter’s substantive nature nor does it explain why the consensus changes over time.

The fact that we rarely connect the development of technical education and voca-
tional training policies and the impacts on society suggests that the fundamental 
role of technical education as an agent of globalization is not very well understood 
by sociologists. Partly this is because we don’t consider that the economy and the 
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labor market play an important role regarding the specificities of this type of educa-
tion. As Fourcade (2006) said, we might see the necessity for sociologist to look at 
globalization as a critical factor in the transformation of professions and profes-
sional dynamics in the modern era (Fourcade 2006).

1.1.2  The Operation of International Organizations 
in the Field of Education

Traditionally international organizations are entities established by formal political 
agreements between their members that have the status of international treaties; 
their existence is recognized by law in their member states; they are not treated as 
resident institutional units of the countries in which they are located (Archer 2015).

Nowadays it is no longer possible to think about international organizations only 
including those that have traditionally comprised the “global” landscape (Dale and 
Robertson 2007). The various multilateral organizations have been joined by an 
array of new market actors on the global stage, private for-profit universities, multi-
national firms, credit rating agencies, and so on, all with interest in capitalizing on 
the education sector. Some of these organizations have become powerful actors in 
education. The neo-institutionalism theories have seen them as epistemic communi-
ties diffusing the norms and values of a world polity based on the values and 
assumptions of Western modernity.

The international organization’s work emphasizes on the role of ideas, knowl-
edge, expertise, discourse, and agenda setting, all of which are mechanisms of 
power of one sort or another. A key feature is that they show how important it is not 
to adopt a one size fits all assumption but to probe beyond classifications and exam-
ine questions of what mechanisms work, in what ways, for whom, and under what 
circumstances. In other words, it is important not to see the global institutions as 
similar actors with similar interests on a similar stage but to view them as part of a 
complex set of social forces and patterning’s which change over time.

On one hand, it is difficult to create a comprehensive categorization of the inter-
national organizations, even though different comparisons regarding the work they 
do already exists (Schafer 2006). Any categorization of the international organiza-
tions would include conditionalities (World Bank), conventions (International 
Labor Organization (ILO), rules (World Trade Organization (WTO)), “norm cre-
ation,” indicators and peer review (Organization for Economic Cooperation and 
Development [OECD]), and meta-regulation (European Union (EU) (Dale and 
Robertson 2007). On the other hand, it is important to recognize as Berstein 
(2004) refers that international organizations generate a set of “rules of realization” 
and “rules of recognition” of the global system that are spread by this entities and 
dominate, that is, the rules that describe what that system is. What Lukes’ called as 
“the rules of the game” (Lukes 2005). The kind of rules does not apply only to the 
content of the education but also to its governance and in particular to the role of 
national states in that process.
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Moreover it is important to point out that a range of new and different actors have 
entered into the international organizations scene and consider that the “traditional” 
international organization has changed qualitatively in the last decade and a half, 
both in the nature of their functioning and their mandates across the board and in the 
increasing emphasis they have placed on education; the clearest example of this is 
the OECD, where education has moved from being a “Cinderella” function, a small 
and relatively disregarded part of an umbrella economic and social directorate, to 
becoming a separate directorate in its own right (Dale and Robertson 2007).

New actors have arrived on the scene engaged in supplying a highly differenti-
ated range of services, including testing services, tutoring, and specialized knowl-
edge. Thus, not only is there evidence of an emerging “globalizing education 
industry,” but this industry runs parallel with the existing sector, at the same time 
transforming that sector.

These actors operate differently to traditional education institutions; many pub-
licly traded growth is through differentiation rather than offering across the board 
services and global expansion in order to achieve economies of scale. These enter-
prises are not simply symptomatic of the growing market dimensions of education, 
but their presence is being shaped by state policy (as a result of subsidization, 
vouchers and so on) at the national and supranational scales. Many of these actors 
are also involved in promoting their own interests through, for example, the GATS 
or through World Bank contracts in the developing world.

1.1.3  Mass Education at the Nation-State Level

Education has traditionally been regarded socially as the most national of activities. 
For the last decades, education has been scripted linking ideologies of human rights 
and social progress and has had an enormous impact on educational expansion 
around the world (Riddle 1993). It is the institution through which new members of 
a society are socialized into its ways and understandings and learn the values and 
the rules of appropriateness of the society (Dale and Robertson 2007).

To explain national education developments, one must go beyond “national tra-
ditions” and situate nation-state within a broader nation-state system. Only then 
does the world institutionalization of education emerge as a major dynamic to be 
analyzed (Meyer 2009).

Since the end of the Second World War, the growth of education is notable for 
several reasons. First, the institutions of mass education have spread to virtually all 
countries despite vast differences in political, economic, social, and cultural organi-
zation. Second, rates of enrollment around the world are high and represent enor-
mous financial investments by many impoverished states and economies. And, 
third, the rapidity of educational expansion across states was unanticipated, its 
speed catching by surprise both theorists and practitioners alike (Meyer et al. 1993).

1 Introduction



5

Mass education, throughout its modern history has been justified by functional 
theories and ideologies. Education is supposed to be closely tied to the distinctive 
needs and direction of a particular society. This tradition is not without critics. On one 
hand the arguments from the left side are based on the assessment that mass and elite 
education function to maintain societies dominated by economic and/or political 
interest; on the other hand from the right side, it is seen as the received wisdom both 
in educational theories of social order. These visions continue to influence the field of 
comparative education (Meyer et al. 1992).

National education systems originate and become institutionalized in national 
societies that aspire to develop and progress along quite standard lines. Standardized 
education arises then as an agreed upon common feature of development and prog-
ress as well as a crucial instrument intended to attain these transnational legiti-
mated goals.

Conventional functional theories, both from the left and the right, tend to be 
micro-sociological, sharing characteristics that limit their capacity to interpret the 
global standardization of education. First, standardization would arise from the tight 
economic and political integration, which implies that educational standardization 
seems to occur at faster not slower rates than other forms of integration. Second, 
education is tied into national social systems made up of defined interest; therefore, 
the society constructs and reconstructs education as a phenomenon rather than a 
natural entity. But it is also important to consider a macrosociological aspect while 
retaining the realism of functional theories.

As a reaction to the functional theories of mass education, a social scientific reac-
tion to functionalism refers that educational systems tend to reflect the distinctive 
cultural values and perspectives characteristics of national societies, not necessarily 
tight functional requisites or even power and interest systems, which emphasize the 
uniqueness of national educational systems.

Furthermore, the sociological neo-institutionalism perspective defended by 
Thomas et al. (1987) refers that modern education tends almost inherently to be a 
world enterprise, universal, and universalistic in aspiration, and as in outcomes, 
nation-states organize education as embedded in a world society. Nation-states 
share the same identity which is a national society with standard modern goals and 
standard strategies to attain these goals, even though the characteristics of theses 
nation-states differ (Thomas et  al. 1987).The concept of mass education under-
stands education as a part of the cultural model of the modern society or nation- 
state. Education is adopted as a part of this model, and this adoption symbolizes 
commitment to becoming a respectable member or “imagined community” legiti-
mated by world society (Anderson 1983).

Education is standardized because it is part of a general model of the modern 
nation-state. The elaboration of education as a relatively specific model in itself 
greatly increases global standardization (Meyer 2009).
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1.1.4  The Construction of a Global Profession

Professionalization is traditionally understood as a local and geographically bound 
process. Typically, we consider that the nation-state sets the boundaries of the ecol-
ogies within which professions emerge, structure themselves, and interact with each 
other. The main reason is that professions’ rights of entry are typically regulated 
locally, either at the national or the state level. As a result, the sociology of profes-
sions has been a particularly fertile ground for developing cross-national and com-
parative arguments (Abbott 1988). For instance, the literature draws a sharp contrast 
between the state-regulated professions of continental Europe and the privately 
regulated professions of the Anglo-Saxon world, even though finer distinctions have 
often been made within these categories.

The link between nation and profession holds in reverse as well: professional-
ization is often seen as one of the processes whereby nation building takes place 
historically. This is especially clear in the case of certain professions, such as the 
civil service or the military that directly participate in the institutionalization of 
public authority (Skowronek 2002). Abbott (2005) suggests that the argument 
applies more broadly; states, he argues, constructed and defined themselves partly 
in relation to the very effort made by the emerging professions to establish their 
own space.

Professions are determined primarily by markets and politics (Sarfatti-Larson 
1979). To know how markets and politics interact at the international level to influ-
ence professional dynamics is a quite complex matter. National boundaries and 
regulations continue to limit the extent to which economic activities (including pro-
fessional ones) can be transplanted within a country or from one country to another. 
Professionalism may expand their activities beyond their country of origin; never-
theless it is not in our hands to analyze this specific scenario, not trying to know 
what happens when a profession extends its influence beyond its national boundar-
ies; meanwhile the process on how professions internationalize looks analytically 
similar to how they nationalized. In other words, we ought to consider the global 
logic of professional development as such, both at local and global levels rather than 
to study the globalization of the particular professional domain.

Since the beginning of the 1950s and 1960s, the intellectual and institutional 
framework of the social sciences worldwide started undergoing rapid expansion and 
transformation of professions; higher education was increasingly seen as a central 
element in the societal purpose: to construct the nation by providing a moral educa-
tion to the masses and a technocratic training to the elite. To sum up colonial 
European powers exported educational designs to their core colonies during the first 
half of the twentieth century.

1 Introduction



7

1.1.5  The Role of UNESCO and its Influence on TVET 
Education Worldwide

UNESCO is an international organization that aims to create and build a better 
world, based on peace, the eradication of poverty, sustainable development, and 
intercultural dialogue through education, science, and culture; sharing common val-
ues, the civilization can achieve this common goal. According to UNESCO’s prin-
ciples, education is the key to development and is an indispensable tool for humanity 
to progress to the ideals of peace, sustainability, and freedom (UNESCO 2011).

The international community has created the sense that we all have to find out 
new ways of education and training, considering new key directions toward more 
inclusive and sustainable model of development, in order to contribute and to 
achieve in a shorter and longer term – both – a more equitable and sustainable pat-
tern of human development.

Literacy, adult education, teacher education, and technical vocational education 
and training are the educational cornerstones of the organization. At the education 
sector, UNESCO’s mission is focus mainly in four aspects: the first one is to provide 
international leadership, creating plural societies with educational opportunities for 
all, the second one is to provide expertise and foster partnership to strengthen 
national educational leadership improving as well the quality of education, the third 
one is to work as an intellectual leader propelling the international community to 
accelerate progress toward Education for All goals, and the last one is to facilitate 
the development of partnerships and monitor the achievements of the international 
community.

As the global economic downturn is impacting on unemployment, technical and 
vocational education and training (TVET) promotes learning and life skills for 
young people and adults. It is one main goal (number 3) on the Education for All 
program to reach at 2015, and it is the third skills that UNESCO has identify on the 
Global Monitoring Report 2012, as crucial to be acquired in life, as well as the 
foundation skills and transferable skills. It is also included within the agenda for 
Sustainable Development Goals 2030, within goal 4 that aims to ensure that all 
people have access to quality education and lifelong learning opportunities, through 
providing more equitable access to quality education at all levels as well as techni-
cal and vocational education and training (TVET) and the knowledge, skills, and 
values needed to function well and contribute to the society.

Technical and vocational education and training does not refer only to the for-
mal studies related to acquisition of professional skills that seem as an alternative 
to the enrolment on a higher formal education level, at the university. TVET is a 
broader concept that comprises formal, nonformal, and informal learning; it takes 
place across a wide range of institutions, starting from schools; it also includes 
public and private vocational institutes, tertiary education organizations, and 
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community  projects in different locations, at the study centers, at home, or at the 
workplace. (UNESCO 2009) TVET is a complex formulation that interrelated 
many different variables and components, sharing a common goal: contribute sig-
nificantly to human development.

UNESCO’s Global Monitoring Report 2012 shares that there is an ongoing con-
cern related to the youth world of work from an innovative and comprehensive 
perspective; it is mentioned that “it is time to rethink about how education and train-
ing contribute to the economic growth and tackle the global unemployment.” It is 
also mentioned that a reflection on what kinds of skills and competencies youth may 
need in order to implement better ways to access to the world of work have to be 
done, not only for urban but also for rural livelihoods.

From this starting point, UNESCO identifies three main types of skills that all 
young people may need to be acquired (foundation skills, transferable skills, and 
technical and vocational skills) (UNESCO 2012a). The first one is the foundation 
skills, which refers to the most elemental ones, that include literacy and numeracy 
skills that are needed in order to get a job that can pay enough to meet daily needs. 
(This is the prerequisite in order to further get the other skills, the transferable, and 
the technical and vocational ones.) The second one is the transferable skills which 
help each individual to adapt himself from different work environments, and it 
includes the ability to solve problems and communicate information and ideas in a 
creative and effective way. The last one is the technical and vocational skills, which 
refer to the specific know-how needed to perform effectively and competently a job. 
These three competencies create a pathway that young people can follow and 
acquire through the formal or from other alternative educational programs.

Technical education and vocational training cannot be handled like a ready-made 
tool that can be used without studying its nature and analyzing deeply the context in 
which it has to take action; it is influenced by historical factors as well as philoso-
phies of education and training (Beduwe et al. 2009). TVET is diverse and varies 
widely from country to country, as we have mentioned, but there are also common 
global challenges to face: demographical constraints, economic and labor market 
straggles, globalization and ITC, sustainable development, peace and security con-
cerns, as well as youth engagement (UNESCO 2012b).

1.1.6  The Importance of TVET in the Southern African 
Development Community (SADC) Region

After the Jomtien World Conference on Education for All (EFA) of 1990, there was 
a sharp decline in international support to TVET in Africa. On the one hand, donors 
were convinced of the overriding imperative of focusing their resources on basic 
education, reinforced by the introduction of the Millennium Development Goals in 
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2000. On the other, a powerful critique of the failings of African TVET became 
widely accepted. This centered on a lack of relevance in terms of skills developed, 
a divorce of providers and their staff from industrial realities and interactions. and 
high costs of provision, all of which were exacerbated by rapid changes in industrial 
structure. Where support to TVET did continue, it became increasingly focused on 
a set of systemic changes: new governance structures that gave institutions more 
autonomy and business more say at the local and national levels, competency-based 
curricula, and national qualifications frameworks (UNESCO 2013).

TVET neglection was not always shared by African governments, which saw the 
continued need for programs that dealt with issues of youth transitions to the labor 
market in particular. Equally, this perspective was present in the donor countries 
but in their strong focus on TVET at home rather than in Africa. For instance, in 
Europe, TVET has been an important part of overall economic and social policy, 
resulting in a transformation of national TVET systems and the development of a 
common language regarding, and monitoring process for, TVET across the 
European Union (EU).

In recent years, there have been signs that the low priority for TVET in Africa has 
been breaking down. Progress toward the EFA targets, although incomplete, has 
encouraged African governments to think more actively about where young people 
will go after basic education, and TVET has clearly been identified as one of the 
answers. At the same time, high economic growth rates across the continent serve to 
make skills issues more pressing.

These trends rapidly accelerated during 2009. Most significantly, the UNESCO 
General Assembly ratified a proposal to make TVET one of the three thematic pri-
orities for its education sector work. Then, in late 2010 it was announced that the 
2012 Global Monitoring Report (GMR) would be on skills and that UNESCO was 
planning a Third International Congress on TVET.

While TVET activities have continued across the Southern African Development 
Community (SADC) region through the lean years of TVET’s unfashionability, the 
neglect of TVET means that there is very little available research evidence on 
TVET in the region to help this envisioning process, whether from academic or 
evaluation sources.

At this moment the SADC approach to TVET is governed by the SADC Protocol 
on Education and Training (SADC 1997) where TVET does receive important vis-
ibility in the protocol. The SADC Regional Indicative Strategic Development Plan 
(2003) also notes the importance of TVET for regional development, having as one 
of its goals: “promoting educated and skilled society for regional integration and 
development and global competitiveness.”

Progress toward this goal was reviewed by SADC in 2010. SADC’s commitment 
to TVET revitalization requires SADC to support national policy that must be 
grounded in national strategies.

1.1 Introduction
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1.2  Map of Contents

In this work, the influence of UNESCO as an international organization on the 
development of national technical and vocational education and training systems in 
particularly two countries of the SADC region, Botswana and Namibia, is analyzed 
under the umbrella of the globalization process and the global trends of mass educa-
tion existing worldwide. In order to do so, it has been conducted a quantitative and 
qualitative studies.

The quantitative study conducted focuses on measure and analyzes the social 
impact perception or socioeconomic benefits provided to participants from the 
UNESCO TVET project through the implementation of the BEAR project, in order 
to determine the perceived influence of the organization in the participants’ life. In 
order to prove that the social function of TVET goes beyond employability and 
economic development, which nowadays comprise the principal issues in the cur-
rent TVET discussion; a semi-structured questionnaire with 53 semi-structured 
questions and 4 open questions was developed, administrated, and analyzed. The 
questionnaire was divided into two different parts. Part I aimed to analyze the 
sociodemographic variables, and Part II comprises two different dimensions: output 
and social benefits. The first dimension (output) included three categories (human 
capital, cultural capital, and social capital), and the second dimension (social bene-
fits) included social mobility, economic security, and balance of time.

The qualitative study aimed to elicit key participants’ opinions, feelings, experi-
ences, and understanding the influence of UNESCO on the development of the 
national TVET systems in their respective countries. Apart from the participant 
observation, it was important to allow participants “flow their ideas, experiences, 
and thoughts” through the semi-structured interviews and focus group discussions. 
This study aimed to find out “how” and “why,” in addition to “what” and “how 
many”; therefore, a qualitative approach will complement the quantitative one. It 
was also important to understand and capture people’s point of view of the people 
without predetermining them.

The distribution that has been used to present this work follows a clear structure. 
There are three differentiated parts, comprised by several chapters on each of them. 
The first part focused on the theoretical framework; it includes Chap. 1 (Introduction), 
Chap. 2 (Globalization, International Organizations and Mass Education), Chap. 3 
(Contextualization of UNESCO as an International Organization on Education), 
Chap. 4 (Contextualization of TVET in Education), Chap. 5 (TVET at UNESCO), 
and Chap. 6 (UNESCO’s Project: Better Education for Africa’s Rise). The second 
part of this work focuses on the comparative study and includes Chap. 7 (Description 
Phase: Contextualization of Botswana and Namibia as Member States of the SADC 
Region) and Chap. 8 (Juxtaposition and Comparative Phase: Comparative Analysis); 
the third and final part include Chap. 9 (Final Results Conclusions and 
Recommendations).

Chapter 2 comprises the theoretical framework. It focuses on the description of 
globalization as a process; it identifies the main actors of the world modern society 
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(individuals, nation-states, and international organizations) and explains the opera-
tionalization of the international organizations within the world society and the evo-
lution of the multilateralism in the field of education over time. It also defines mass 
education as a concept describing its characteristics and common patterns of diffu-
sion and expansion over the world through the international organizations. The 
chapter finalizes with the description of UNESCO’s role as an actor on the expan-
sion of mass education worldwide.

Chapter 3 contextualizes UNESCO as an international organization in the educa-
tion area. It describes not only the background, basement, and foundations of 
UNESCO as the UN specialized agency for education, but it also explains the com-
position of UNESCO’s governing bodies, the scope of work, and the role of mem-
ber states and partners. The chapter finalizes with a description of UNESCO’s 
education strategy for 2014–2021 and UNESCO’s role as leading agency on the 
development and implementation of Goal number 4, from the Sustainable 
Development Goals 2030 agenda.

Chapter 4 starts with the description of what TVET means and implies in educa-
tion and defining some relevant concepts as formal, informal, and decent work. It 
continues explaining the importance of TVET in a global world and finalizes 
describing which are the existing challenges for TVET on the twenty-first century 
from a global perspective, including the demographic changes, the labor market 
pressures, and the impact of the global economic crisis.

Chapter 5, focuses on the conceptualization of TVET for UNESCO, justifying 
the especial emphasis on the importance of TVET within UNESCO education sec-
tor by describing not only the actual UNESCO TVET strategy for 2016–2021 and 
its core areas. It also describes the relevance of UNESCO’s TVET normative instru-
ment. The chapter finalizes with a broad analysis and description of UNESCO- 
UNEVOC International Centre for Technical and Vocational Education and Training 
of its role and its mandate.

Chapter 6 explains in detail not only the nature and background of UNESCO’s 
TVET project named Better Education for Africa’s Rise (BEAR project) but also 
the overall approach used, the description of the project design including goals and 
features, and the structure for implementing and managing the project. It continues 
by describing in detail the country specificities for both Botswana and Namibia, 
including the particular beneficiaries and principal actors. It concludes by explain-
ing the monitoring, evaluating, and auditing procedures of the BEAR project imple-
mentation in both countries.

Chapter 7 refers to the descriptive phase of the comparative study, by contextual-
izing Botswana and Namibia as member states of the SADC region. It firstly 
explains deeply the goals, principles, and purpose of the Southern African 
Development Community and the perceived relevance of TVET within it. It contin-
ues describing the sociocultural, socioeconomic, and socio-educational realities 
existing in Botswana and Namibia with a particular focus not only on the national 
educations systems but also on the national TVET systems that includes the histori-
cal evolution of TVET; the TVET governance structure; TVET legislation; the 
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 formal, nonformal, and informal TVET provision; the different ways of financing 
TVET; and the gender and TVET.

Chapter 8 completes the juxtaposition and comparison phase. All the data col-
lected from the quantitative and qualitative studies are compared among countries 
in order to analyze similarities and differences among the data collected and find 
common patterns that explain the results obtained.

Chapter 9: This work finalizes with Chap. 9, whose main goal is to posit the main 
reflections and conclusions based on the obtained results from the previous chap-
ters. Therefore, the chapter starts with the recapitulation or summary of the main 
findings, integrating in a holistic way all the relevant data from the comparative, the 
qualitative, the quantitative, and the macro studies, including references to the theo-
retical framework on the basis of the results, in order to be able to understand and 
interpret these findings in terms of the social impact perception on the development 
of TVET systems by UNESCO, the distribution of mass education worldwide 
through the international organizations, and UNESCO’s role on the development of 
national TVET systems. To conclude, the final remarks of the chapter are the recom-
mendations made by the researcher about the directions on the development of 
national TVET systems that should be considered onward.
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Chapter 2
Globalization, International 
Organizations, and Mass Education

2.1  Globalization and the World Society

For the last four decades, globalization has been a significant factor in the develop-
ment of the world society (Castells 2010). Globalization as a process is character-
ized by the exponential increase on worldwide communication, information, 
transport, migration, and economic transactions (Lallement 2001). It increases the 
economic interdependencies and increases the strength of the supranational organi-
zations, expanding common models of social order (Meyer 2000) with mass educa-
tion as a derived consequence of the urgency of national integration and development 
(Boli et al. 1985).

Since 1970 the neo-institutional theory provides an understanding about the rise 
and impact of the modern social order; the new scenario outlines a cultural concep-
tion of the society as an “imagined community” (Anderson 1983) where the actors 
involved do act interdependently, adopting common models of modernity, despite 
the differences in local cultures (Meyer 2009). Nation-states, formal organizations, 
individuals, and also international organizations are participating in this globalized 
association, acting as new members of the global community and seeking models of 
their actor hood. There is no central organization with full control or domain, but 
within this scenario, there are international organizations acting at supranational 
level with the authority and legitimacy from member states as they delegate man-
date obtained from the member states to these organizations (e.g., UN system, 
World Bank/IMF,...). These are the direct creators of the general principles of social 
progress and social equality.

It was in 1970 when the economic and financial globalization began and created 
a profoundly new environment for policy actors in both developing and developed 
nations. International norms organized by international organizations are consid-
ered as the social constructions. These institutions routinely produce, teach, and 
thereby contribute to the worldwide diffusion of a set of standardized norms.

http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-319-91107-6_2&domain=pdf


16

Mass education has been integrated as part of the general models of modern 
society and has spread rapidly among different nation-states, as a derived conse-
quence of the urgency of nations to integrate education within the global standards 
and development process across and within countries all over the world.

2.1.1  Actors of the World Modern Society

Globalization defines the model of modern world society, which is made up of 
“actors,” individuals, and nation-states, together with the organizations derived 
from them (Meyer and Jepperson 2000). Modern actors are seen as autochthonous 
and natural entities (Meyer 1988). The cultural construction of the modern world 
society is based in a progressive construction of the modern actor hood through the 
time. The term actor hood of individuals, organizations, and nation-states as an 
elaborate system of social agency had a continuing religious and post religious evo-
lution, as there have been a relocation into the society of agency originally located 
in transcendental authority (gods); the Western cultural framework reflects the 
development, expansion, and secularization of the principally religious models of 
Western Christendom, a sustained cultural evolution extending into the human 
rights movements of the contemporary period (Weber 1927; Thomas et al. 1987). In 
the Western world, humans have the capacity and responsibility to modify society 
and to intervene in lawful nature, in order to reduce discrepancies and search for 
more common and universal principles of justice and morality [as in modern 
attempts to create and elaborate global conceptions of “human rights” and to imple-
ment them in legal systems (Boyle and Meyer 1998)].

Modern “actors” include agents for larger realities and larger imagined truths of 
a larger cultural project. The new actors or agents of the actor hood can be found 
throughout the global system and its organizations (e.g., the United Nations system, 
the World Bank, and so on). The liberal model legitimates an actor as an abstract, 
rather contentless, entity in social space. It also constructs a standardized agent who 
manages, elaborates, and standardizes that self, employing the latest cultural reci-
pes, elaborates psychological theories for individuals (e.g., self-development, orga-
nizational theories for firms, development theories for nation-states, science, welfare 
policies, and so on). The liberal model is distinctive in foregrounding “action,” cre-
ating extensive psychological, biological, and organizational theory about this 
action and focusing upon proper agency arrangements and enactment. Cultural 
devolutions other than this liberal form occurred within the broader Western tradi-
tions, producing different distributions of social agency and responsibilities (Meyer 
and Jepperson 2000).

The expansion of the rationalized modern society generates institutional rules 
and the organizational structures of mass education that can be described in the fol-
lowing prepositions: (1) the penetration of society by any rational model of social 
organization leads to both the adoption of institutional rules of compulsory educa-
tion and the construction of a mass system of schools to create members of the new 
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model of society. (2) Social forces that incorporate the individual into the collectiv-
ity as a member of the rational society lead to the construction of mass systems of 
schools, but they have less impact on the adoption of central institutional (state) 
rules of compulsory mass schooling. (3) Social forces that incorporate the individ-
ual into the collectivity as a member of the nation-state lead to the adoption of 
national rules making education universal and compulsory, but they have less direct 
impact on the construction of mass system of schools (Boli et al. 1985).

2.1.1.1  Individuals

Individuals as new actors in the modern world society are the central social unit. 
The formal social values promote the competence, capacities, and responsibility of 
the individual member of society. The world modern society and nation-states sys-
tems have an individual character, which is described and defined by individuals, as 
mentioned before, as central units of action, stressing the importance of proper 
socialization, and view collective progress as the result of the competence and com-
mitment of progressive individuals (Boli et al. 1985). The individual as an actor or 
citizen within the society has rights and obligations, and the economic market sys-
tem makes assumptions about individual capacities and motivations in both produc-
tion and consumption. Mass education as a secular procedure constructs the 
individual as the central actor of modern institutions of the religious, political, and 
economic organization in the world society.

2.1.1.2  Nation-States

The nation-state with individuals as citizens and organizations as components is 
found worldwide. General models of modern society and the nation-state have 
spread rapidly, with mass education as a derived consequence of the urgency of 
national integration and development (Boli et al. 1985). While there are attempts in 
Asia and the Islamic world to limit the spread of models originating in the West, a 
surprising feature of the modern system is how completely the Western models 
dominate world discourse about the rights of individuals, the responsibilities and 
sovereignty of the state, and the nature of preferred organizational forms. One can 
as yet find little impact of other huge civilization forces (China, Islam) on the stan-
dardized rule structures found in those institutions, organizations, and associations 
operating on a world scale (Meyer et al. 1997). Most recently, the various formal 
“others” of this system – collectives representing sciences, professions, and ratio-
nalized world associations – explicitly deploy the expanded standards and putative 
truths as collective culture for the world, with substantial influence. In effect, 
Christendom had some modest attainments as a missionary movement but has 
achieved vastly greater hegemony in its transformation into science, law, and ratio-
nalized education (Boli and Thomas 1999).

2.1  Globalization and the World Society
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The nation-state, along with the individual, has been a primary generator of 
social mobilization throughout modern history. It is now entirely dominant as an 
organizational form, having defeated or incorporated alternatives. Like the indi-
vidual, the nation-state is seen in modern society as a rational, purposive actor, 
organizing society toward progress and competitive success in the larger interstate 
system. The nation-state incorporates the individual through the institution of citi-
zenship, which both grants participatory rights in political, economic, and cultural 
arenas and imposes strong obligations to participate in state-directed national devel-
opment (Marshall 1964). As mentioned before, education has been regarded as the 
most national of activities. It is the institution through which new members of a 
society are socialized into its ways and understandings and learn the values and the 
rules of appropriateness of the society (Dale and Robertson 2007). Nation-states 
share the same identity which is a national society with standard modern goals and 
standard strategies to attain these goals, even though the characteristics of theses 
nation- states differ (Thomas et al. 1987). Education is a part of the cultural model 
of the modern society or nation-state and symbolizes commitment to becoming a 
respectable member or “imagined community” legitimated by world society 
(Anderson 1983).

2.1.1.3  International Organizations

World level processes seem to be at work, and general models of modern society 
have spread rapidly, with mass education as one of the main components. The orga-
nizational structure that manages and leads the diffusion of mass education is inter-
national organizations: UN system, the World Bank, professional bodies, and 
national aid programs. These international actors share a common vision and goal 
of rapidly developing independent nation-states, and mass education is seen by all 
as a crucial property and also a cause of political and economic development. The 
educational expansion has spanned state boundaries despite great variations in pro-
ductive capacity and social mobilization at nation-state level (Meyer et al. 1993).

2.2  International Organizations and the World Society

Traditionally international organizations are defined as entities established by for-
mal political agreements between their members that have the status of international 
treaties; their existence is recognized by law in their member states; they are not 
treated as resident institutional units of the countries in which they are located 
(OECD/DAC 1972).

Nowadays it is no longer possible to think about international organizations only 
including those that have traditionally comprised the “global” landscape (Dale and 
Robertson 2007). The various multilateral organizations have been joined by an 
array of new market actors on the global stage, private for-profit universities, multi-
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national firms, credit rating agencies, and so on, all with interest in capitalizing on 
the education sector. Some of these organizations have become powerful actors in 
education. The neo-institutionalism theories have seen them as epistemic communi-
ties diffusing the norms and values of a world polity based on the values and 
assumptions of Western modernity.

The international organization’s work emphasizes on the role of ideas, knowl-
edge, expertise, discourse, and agenda setting, all of which are mechanisms of 
power of one sort or another. A key feature is that they show how important it is not 
to adopt a one size fits all assumption but to probe beyond classifications and exam-
ine questions of what mechanisms work, in what ways, for whom, and under what 
circumstances. In other words, it is important not to see the global institutions as 
similar actors with similar interests on a similar stage but to view them as part of a 
complex set of social forces and patterning which change over time.

On one hand, it is difficult to create a comprehensive categorization of the inter-
national organizations, even though it already exists different comparisons regard-
ing the work they do (Schafer 2006). Any categorization of the international 
organizations would include conditionalities (World Bank), conventions 
(International Labor Organization [ILO]), rules (World Trade Organization (WTO)), 
“norm creation,” indicators and peer review (Organization for Economic 
Co-operation and Development (OECD), and meta-regulation (European Union 
(EU) (Dale and Robertson 2007). On the other hand, it is important to recognize as 
Bernstein refers that international organizations generate a set of “rules of realiza-
tion” and “rules of recognition” of the global system that are spread by this entities 
and dominate, that is, the rules that describe what that system is. What Lukes’ called 
as “the rules of the game” (Lukes 2005). The kind of rules does not apply only to 
the content of the education but also to its governance and in particular to the role 
of national states in that process.

Moreover it is important to point out that a range of new and different actors have 
entered into the international organizations scene and consider that the “traditional” 
international organization has changed qualitatively in the last decade and a half, 
both in the nature of their functioning and their mandates across the board and in the 
increasing emphasis they have placed on education; the clearest example of this is 
the OECD, where education has moved from being a Cinderella function, a small 
and relatively disregarded part of an umbrella economic and social directorate, to 
becoming a separate directorate in its own right (Dale and Robertson 2007).

New actors have arrived on the scene engaged in supplying a highly differenti-
ated range of services, including testing services, tutoring, and specialized knowl-
edge. Thus, not only is there evidence of an emerging “globalizing education 
industry,” but this industry runs parallel with the existing sector, at the same time 
transforming that sector.

2.2  International Organizations and the World Society
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2.2.1  The Operation of International Organizations 
in the Field of Education for Development

The foundations of actual education for development regime were laid in the estab-
lishment of systems of mass public education in Western countries in the period 
between the late nineteenth and mid-twentieth century when many features of the 
social welfare state were institutionalized and accepted as “norms” for state behav-
ior (Mundy 1998).

Efforts were enhanced worldwide following the Second World War. Four differ-
ent periods of change can be distinguished in multilateralism since then (Mundy 
1999): the first period from 1945 to 1970 characterized by the rise of education 
multilateralism in which idealized notions of redistributive social policy became 
institutionalized as part of the core mandate of the multilateral institutions; the sec-
ond period from 1970 to early 1980 characterized for being an interim period in 
which the Third World bloc demanded the expansion of this norms to include the 
right to a global system of economic redistribution; the third period, from 1980 to 
1999, characterized by reforms and crisis on the education for development multi-
lateralism, aims, and functionality of organizations due to the changes in the world 
economy and new approaches to social welfare and security taken (Mundy 1998); 
and the last period from 2000 up to now 2016 characterized by a common global 
consensus on Education for Development Goals among the international 
community.

2.2.1.1  The Rise of Educational Multilateralism, 1945–1970

International multilateral organizations, as the United Nations, the World Bank, and 
the Monetary Fund, were created with the aim of enhancing the development of a 
world society, by states whose purposes would be the integration and expansion of 
a world economy buffering the Keynesian state from international economic fluc-
tuations. The characteristics of this multilateralism were the common shared goals 
among all the actors, which aspire to achieve security and peace to the expansion of 
a stable, liberal world economy and the protection and institutionalization of a 
Keynesian welfare state model for national development. By 1945, despite the his-
torical reluctance of Western governments to engage multilaterally in what was 
seen as uniquely domestic matters, it finally succeed due to a strong call for multi-
lateral institutions to engage in social policy fields, for the first time in modern his-
tory. In addition to it, the USA supports for a more expansive conception of 
multilateralism and world order provided in 1940 the context where different actors 
could form an international education organization, previously forbidden by the 
League of Nations. Nongovernmental organizations and actors emphasize this 
interest and advocate by promoting the notion that intellectual and educational 
cooperation was essential to the construction of a peaceful, democratic, and civi-
lized international society. This can be seen as the promotion of the “common 
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welfare of mankind” through the cooperation on mass education, social security, 
and high levels of full employment, which appear in wartime and immediate post-
war multilateral agreements like the Atlantic Charter, the Charter of the United 
Nations, and the Universal Declaration of Human Rights (World Peace Foundation 
1945). There was a highlighted and strong commitment to the expansion of mass 
education systems which had grown out of a century of historical convergence 
among Western educational systems. The commitment at that time was led by the 
USA, reinforced by its new role as underwriter of the new multilateral system, and 
by its own historically constructed faith in the link between mass education, national 
development, and democracy (Ramirez and Boli 1987). Therefore, by 1945 the US 
and French government stated that educational cooperation should be linked to the 
goal of international “equalization,” a theme that achieved widespread consensus at 
UNESCO’s founding conference in 1945 (Jones 1988). Nevertheless by 1949 while 
the Marshall and Colombo Plans were taking place, it was obvious that Western 
countries preferred to use bilateral agreements for post-war reconstruction and 
decolonization rather than multilaterally. This tendency of providing educational 
assistance through bilateral aid programs remained the priority during the 1960s 
and 1970s; they were offered in limited quantity, normally in the form of expertise 
and training, and tied to Western goods, services, and geopolitical interests (Lee 
1995). Moreover, educational aid remained focused on secondary, vocational, and 
higher education (OECD/DAC 1972).

2.2.1.2  1970s and Early 1980s: From Contestation to Impasse

As the 1970s decade started, the operationalization of multilateralism changed; this 
new period of multilateralism was characterized by the development of a new inter-
national political space, in which two main issues gained importance: equity and 
global redistribution. The developing countries made a series of demands which 
included new mechanisms of international economic regulation, as they claimed 
that the existent relations between north and south were unequal and economically 
exploitative, and they were the reason for their underdevelopment.

In the area of education multilateralism, since 1960, the network of international 
organizations was amplified. The broader network was shaped in two ways by these 
changes: first, prompted by the development impasse in Western countries charac-
terized by skepticism about the outcomes of development efforts in the South and a 
wave of questioning about the value of formal schooling and its capacity to promote 
economic development and second by the Third World demands for a more truly 
redistributive form of multilateralism and the trends to reframe the purposes of 
international educational cooperation, characterized by rising interest and research 
on rural, nonformal, and vocational education (World Bank 1974).

As a result, new trends in the allocation of intergovernmental resources for mul-
tilateral activities in education emerged: the World Bank, whose loans had begun to 
overshadow all other forms of development assistance by the early 1970s, devel-
oped its own technical expertise and vision of an appropriate educational multilat-
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eralism. UNICEF was very instrumental in forging an interim ideological consensus 
about the scope and meaning of redistributive multilateralism; meanwhile UNESCO 
lost countries confidence on its programs diffusion due to the politicized approaches 
to education. Therefore, the legitimacy and centrality of UNESCO as organization 
were eroded by the rise of other multilateral actors and by almost a decade of dis-
agreement between Third World and Western members over the organization’s 
broader purposes and roles.

2.2.1.3  Crisis and Reform: 1985–2000

By mid-1980s UNESCO remained significantly unresponsive to the educational 
dimensions of the unfolding economic crisis that was taking place in the South and 
to the educational solutions being advocated by other international organizations 
like the World Bank and UNICEF.

The World Bank starts focusing on its neoliberal agenda for educational policy; 
UNESCO meanwhile was focused on its internal reform with nothing to say to other 
international organizations nor did it contribute to the emerging debates on public 
choice, standards, and privatization of education (World Bank 1986).

2.2.1.4  Common Global Consensus on Education for Development Goals 
2000–2016

In the late 1990s and year 2000, education early emerged as a central part of a new 
international consensus about development. With a starting point in 1990, with the 
approved World Declaration on Education for All adopted in Jomtien, Thailand; it 
was reflected not only in the priority given by the UN member states to education 
within the Millennium Development Goals, but also by the near-revolutionary atten-
tion that the World Bank and the International Monetary Fund (IMF) played to the 
achievement of universal access to basic education in their country programs 
(Millennium Development Project 2005a, b).

The elevation of education within the new official development agenda is per-
haps not so surprising, as it straddles the divide between neoliberal and social wel-
fare orientations. The World Bank (2002a, b) was regarded in this period as one of 
the leading advocates for greater public spending on basic education.

The formal education for development discourse that arosed during this period 
was based on the expansion of educational opportunity, which can promote income 
equality and growth, a win-win strategy that in most societies is far easier to imple-
ment than the redistribution of other assets, such as land or capital. Education is 
seemed in this period as one of the most powerful instruments known for reducing 
poverty and inequality and for laying the basis for sustained economic growth, 
sound governance, and effective institutions.

2 Globalization, International Organizations, and Mass Education



23

2.3  Mass Education and Its Expansion on the World Society

2.3.1  Formal Education and the Origins of Mass Education

Mass educational systems appeared at a steady rate before the 1940s and sharply 
increased after 1950 (Meyer et al. 1992). Since the end of the Second World War, 
the growth of formal education has notice an extreme increase for several reasons. 
First, the institutions of mass education have spread to virtually all countries despite 
vast differences in political, economic, social, and cultural organization (Meyer 
et al. 1993). Second, formal education has spread, becoming a compulsory, essen-
tially universal worldwide system. It has even expanded greatly in the poorest coun-
tries (Boli et al. 1985). According to UNESCO Global Monitoring Report (UNESCO 
2015) since 1999, 80 million more children and adolescents are now enrolled in 
school; while there has been progress toward universal primary enrollment from 
84% in 1999 to 91% in 2007, 58 million children are still out of school. In 2015, in 
low- and middle-income countries, one in six children will not have completed pri-
mary school. Although the richest countries have reached universal enrolment, there 
is a stronger fervor for education in the poor countries. In both rich and poor coun-
tries, secondary education has expanded to the point where it should be considered 
a mass way of education as well; around 30% more adolescents are enrolled in 
secondary education globally than in 1999, representing almost 117 million more 
students (UNESCO 2015).

Mass education has emerged and expanded broadly, sharing common institu-
tional features. The first one is the institutional ideology, which implies that every-
where in the world shares the same interpretative schemes underlining the observed 
reality (universal, standardized, and rationalized education). It incorporates every 
single person without differentiating ethnicity, class, and gender. The second one, 
mass education, has developed a general system that expresses general principles 
and validity; it does not deal with particular local problems or group conflicts. It 
develops national regulations, laws, and religious structures. Third, the main pur-
pose of mass education is to conduct the socialization of the individuals as social 
units. The rituals of mass education enhance the individual’s choice and responsibil-
ity, not the immersion of individuals in corporate groups such as castes, classes, 
extended families, and so on (more traditional educational forms aim less to social-
ize individuals as distinct social entities than to redefine their social identity) 
(Mundy 2006).

Therefore, mass education became a core component of the action-state model. 
Its collective standardization celebrates the unified sovereignty and purposiveness of 
the collectivity (the state), its individual focus and universality enact the integrated 
and universal character of society (the nation of citizens), and its secularized culture 
defines the character of the nation-state as an enterprise that is designed to attain 
progress. From this point of view, mass education is not primarily an adaptation to 
societal realities of function and power. It arose as nation-states and candidate states 
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affirmed, enhanced, and thus legitimated nationhood within the broader Western 
civilization network (Boli et al. 1985; Meyer et al. 1997; Ramirez and Boli 1987).

Functional theories, both of the right or the left, that stress national factors, have 
failed, as educational expansion has spanned worldwide, despite the great differen-
tiation in productive capacity and social mobilization at national level (Meyer, et al. 
1993). For most individuals in the planet, education is the most important element 
of their social status, and there is a central importance on each person’s educational 
background affecting directly on people’s life chances. There has been a reductionist 
tendency that enhanced the interest of particular groups, aiming for power, that build 
mass education institutions for their own purposes. On one side, mass education 
could be explained as a way of resolving the strains of differentiation, and on the 
other side, it legitimates the vertical differentiation of the society. Therefore the rise 
of mass education involves the analysis of the power relations of interest groups in 
the society. Third World countries, which are generally characterized by a traditional 
social organization, extreme social inequality, and relative lack of autonomy due to 
their subordination to the developed countries, are engaged in the same progress- 
oriented societal project as the rich developed counterparts (Boli et al. 1985).

2.3.1.1  Conceptualization and Characteristics of Mass Education

The concept of mass education involves an ideological conception of a new society, 
incorporating all individuals in a unified and progressive collectivity that would suc-
cessfully operate in a real world as a nation-state, whether organizationally central-
ized or not (Anderson 1983). Mass education is an outcome of the religious, 
economic, and political processes that expand and secularize the organization and 
ideological rules of individual memberships in these larger units (nation-states) 
(Boli et al. 1985). Mass education is part of the effort to construct the universalistic 
and rationalized society, incorporating individuals and their actions. Mass education 
turns to the other main dimension of modernization, the increasingly differentiated 
division of labor, as epiphenomenal reflections of social differentiation.

Mass education embrace Third World countries as much as for the developed 
West; even though third world countries are characterized by a good deal of tradi-
tional social organization, extreme social inequality, and relatively lack of auton-
omy due to their subordination to the developed countries, they are nonetheless 
enthusiastically engaged in the same progress-oriented societal project as the West 
countries (Boli et al. 1985). Everywhere in the world, there is a common interpreta-
tion about modern mass education, which can be observed through the commonly 
standardized school infrastructure existing even in the most remote peasant villages 
that conform it.

Mass education tendencies involve as mentioned before common 
characteristics:

 – First of all mass education is institutional chartered to be universal, standardized, 
and rationalized; it focuses on the socialization of individuals for membership in 
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the society. It aims to extend membership to all individuals within the society; it 
incorporates everyone, cutting across such lines of differentiation as ethnicity, 
region, class, and gender. It articulates a secular vision of progress, in which 
action and achievement take place in this world, not in some transcendental cos-
mos. It sets increasingly a standardized curriculum (Benavot et  al. 2010). In 
many countries the higher status people send their children to distinctive elemen-
tary schools that only differ from the mass institutions in the resources they have 
than in their general aspirations or curricula (Boli et al. 1985). It links mastery of 
the curriculum with personal development and the latter with the progress of the 
nation-state (Meyer et al. 1992).

 – Second, mass education is very highly institutionalized at a general collective 
level (Meyer 1977); it shares a homogenous aspiration through the world that has 
conformed homogeneous organization forms. Education systems everywhere are 
built to conform world-institutionalized standard models. Mass education does 
not aim to deal with particular local problems or group conflicts; it is a general 
system expressing principles of broad meaning and validity. It encompasses the 
most central aspects of human life: the nature of God and moral action and the 
laws of the natural world. It is developed out of comprehensive religious struc-
tures, as well as broad national regulation and laws. Nevertheless, it is difficult to 
explain the broad ideological mission of mass education.

 – Third, mass education is seemed as the institution that conducts the socialization 
of the individual as the central social unit (Boli and Ramirez 1984). Education 
systems attempt to build collective society by enhancing individual develop-
ment; modern systems have this individualistic character in the sense that they 
also define the individuals as the central unit of action, stressing the importance 
of proper socialization and understanding the collective progress as the result of 
the competence and commitment of progressive individuals. The rituals of mass 
education celebrate the reality of individual choice and responsibility not the 
immersion of individuals in corporate groups such as castes, classes, extended 
families, and so on.

2.3.1.2  Financing Mass Education

There has been an important commitment from the international community and 
donor agencies to achieve the Education for All (EFA) goals since 2000, when the 
international community commits itself in Dakar and established as a world com-
mon endeavor, the formal enrolment within primary education for every child in the 
world, which was a visible way of expanding mass education systems.

Even though the ultimate financial responsibility for improving educational 
access, participation, and quality relies on national governments, in many countries, 
especially those most affected by conflicts and poverty, the educational progress has 
been brought by international aid coming from bilateral, multilateral, and other 
donor agencies in order to construct classrooms, distribute textbooks, pay teachers, 
and assess learning (Benavot et al. 1991).
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Economically the share of all sector aid going to education has remained virtu-
ally unchanged at about 12% since 2000 from the overall development assistance. 
Members of the OECD Development Assistance Committee (DAC) disbursed in 
2007 approximately 10.8 billion US$ of overall aid to education. However, the 
share of aid going to basic education declined from 41% to 38% from 2002 to 2007.

The number of donors providing aid to education is concentrated among a small 
group: only five donors account for over 60% of all aid commitments to basic educa-
tion. This means that decisions to cut funds among certain donors can have major 
global implications. Overall aid from non-OECD countries (Saudi Arabia, Brazil, 
India, China) appears to be rising so too are the contributions of private foundations 
and philanthropies. However, the share of this aid targeting educational frameworks 
varies considerably across countries and agencies, and it is inconsistent over time. 
Finally, aid allocation to conflict-affected countries, where educational challenges are 
acute, is highly concentrated (mostly to Afghanistan, Ethiopia, and Pakistan); many 
other conflict-affected countries receive insufficient aid relative to their educational 
needs (Benavot et al. 2010). At best, the current international aid level is one-half or 
one-third of what it should be – probably $20 billion per year (UNESCO 2015).

2.3.2  The Expansion of Mass Education

2.3.2.1  The Diffusion and Expansion of Mass Education 
Through International Organizations

The evolution of a multilateral regime for international organizations in education 
took place mainly as we have mentioned before, after the Second World War, when 
Education was considered as a universal right in the 1948 Universal Declaration of 
Human Rights (Article 26) and the establishment of UNESCO as leader, with its 
broad mandate to support (among other things) the universal right to education 
(Mundy 2006).

The organizational apparatus that articulates the diffusion of mass education is in 
general terms assigned mainly to the international organizations (the UN system, 
the World Bank, OECD, professional bodies) normally putting them in place 
through the national aid programs. For many reasons, these international actors all 
now embrace a global vision of rapidly developing independent states, and mass 
education is seen by all as a crucial property (and cause) of political and economic 
development. Nowadays, mass education is very highly institutionalized at a very 
general collective level (Meyer 1977).

International organizations in general took up the notion that education could be 
used as a tool in national development by spreading ways of mass education, and 
educational aid began to account for something between 5% and 10% of all aid 
flows. Mass education regime as a new form of education for the development 
implemented by the international organizations share three main characteristics: 
first, although the concept of a universal right to education and of mass public edu-

2 Globalization, International Organizations, and Mass Education



27

cation figured strongly in the international discourse since 1950–1960 (e.g., in the 
UN Charter, UNESCO’s mandate, and host of international declarations at regional 
meetings of developing country governments), this was not what was supported by 
major flows of funding or technical expertise. Most aid flows to education were 
focused at levels beyond primary schooling. The reasons for this were (1) donors 
assumed that national governments would/should fund and provide universal pri-
mary schooling. (2) Recurrent costs like teachers and textbooks, which are the 
 largest piece of any public education budget, were seen as ineligible for aid fund-
ing – to fund recurrent costs would be “unsustainable.” (3) The bilateral donors who 
dominated the field wanted to tie aid to their own economic and political interests 
and thus were linked toward programs of postprimary training, foreign scholar-
ships, and institution-building (Mundy, 2006).

The second characteristic has been its profound decentralization and disorgani-
zation. No formal system of governance or coordination among its many interna-
tional organizations engaged ever emerged. UNESCO, as a putative leader in the 
field, started organizing ambitious regional conferences and targets, but due to its 
limited economic resources and strong politicization in the 1970s and 1980s, 
UNESCO never developed the capacity to coordinate the growing number of new 
agencies interested in the development of new ways of mass education (Jones 1988). 
Due to this situation, UNICEF during the 1960s began to develop its own approach 
to educational development on behalf of world’s children but not in coordination 
with UNESCO. The World Bank also started developing its own approach of educa-
tion for the development on the 1960s and overtook UNESCO in terms of expertise 
and flows of funding by 1980. Nevertheless the World Bank didn’t focus its atten-
tion to the educational activity coordination of other donors, instead it focus its 
action on the development of an economic rationale for its educational activities to 
support its own distinct approach to educational development (Mundy 1999).

Meanwhile there was no coordination among the international organizations in 
terms of developing a common framework for action or establishing common goals 
toward the implementation of common ways of implementing mass education sys-
tems, every industrialized country included education-sector programs in its bilat-
eral aid programs, with its budget allocation that vary between the 3% and 30% of 
total bilateral official aid.

The result has been that during the period from the 1960s to 1990s even though 
all the international organizations tried to coordinate education-sector activities 
among its members, for example, UNESCO’s regional conferences on the 1960s, 
OECD DAC efforts to coordinate education-sector activities in the 1970s, the World’s 
Bank initiative in Sub-Saharan Africa in the 1980s, and the Jomtien World Conference 
on Education for All in the 1990s, the educational situation was characterized by the 
leading role of many small to medium-sized, short-term, bilateral transaction, work-
ing most of times at cross-purposes. For example, countries like France, England, 
and Australia focused attention on scholarships and provision of teachers; others 
adopted vocational, adult, and literacy education as the focus of their support 
(Nordics), all outside of any systematic or coordinated effort to support national 
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planning for educational change (King 1991). Therefore, this regime had a fairly 
limited range of actors and a fixed array of aid modalities.

The reality faced by the implementation of actions by the international organiza-
tions was that the growing community of professional experts on education for 
development that were increasing within the international organizations and 
research institutions could not provide good expertise as the donors behind a com-
mon agenda change so often and very widely the priorities to develop (Chabbott 
2003), and the southern governments were not often active participants within it 
(Samoff 1999, 2001); they remained outside its conferences and conventions, 
despite the existence of international teachers unions and international humanitar-
ian and religious organizations with an interest in education that predated official 
educational aid activities (Murphy and Mundy 2002) (Fig. 2.1).

2.3.2.2  UNESCO as an Actor on the Expansion of Mass Education 
Worldwide

UNESCO was created in 1946 as part of the broader network of United Nations 
organizations; this moment marks the origin of a broadly supported regime of edu-
cational cooperation in the post-Second World War era. The early history of 
UNESCO’s work in education is especially important because it underscores the 
way in which the shared conceptualizations of multilateralism and world order 
which developed after 1945 broke from the more restricted notions of peace and 
security institutionalized in the work of the League of Nations (Mundy 1999). Over 
time, UNESCO’s work in education has shown some of the significant limits which 
characterized this new multilateral regime and shown us how a single organization 
has struggled to mark out its place within the consolidation of a broadly shared 
model for domestic development, often termed the “Keynesian welfare state” 
(Ruggie 1983).

Three periods could be clearly distinguished within UNESCO’s involvement as 
an international actor in the expansion of education worldwide over the time. The 
first period from 1943 to 1973 is characterized by its involvement and active 
response to the educational demands by member states. The second phase from 
1974 to 1984 is UNESCO’s advocate for the development of a multilateral and 
integrated plan for education to eradicate global gaps, without much legitimacy 
from other actors. The third phase which started in 1985 up to nowadays could be 
clearly defined by two words: crisis and reforms.

 (a) First Period: UNESCO 1943–1973

In the first years of UNESCO’s endeavor, its involvement in education was 
intense and focus in providing substance and order to the general expectations. 
Between 1946 and 1955, UNESCO launched an enormous range of educational 
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activities, responding to the varied demands of governmental and nongovernmental 
actors and providing high level of technical expertise. As time went on, the post-war 
multilateral system evolved, and UNESCO’s wealthiest members limited the scope 
of the educational organization aspirations, as they constrained UNESCO’s budget 
and forced a concentration of its activities (Sewell 1973); as a response to these 
demands, UNESCO established a flagship for the organization’s broader purposes 
by the promotion of “fundamental education” as the main concept, aiming to express 
a commitment to the goals of educational equalization and redistribution among 
nations, primarily through the provision of literacy and adult education linked to 

Fig. 2.1 Evolution of education as a global development priority for United Nations
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community development in developing countries. This reconceptualization of edu-
cation was accompanied in 1961, by the opening of four UNESCO regional offices 
(Beirut, Bangkok, Santiago, Dakar), so it began to focus its operational activities on 
technical assistance for planning and training. During the same year, 1961 UNESCO 
launched a pilot for the world literacy campaign that leads the inclusion of adult 
literacy in national education development plans despite the reluctance of Western 
countries (especially United States) to finance mass literacy effort. By the mid- 
1960s, UNESCO emerged as the central mediator between developing country 
demands for educational funding and the resources for development now available 
from Western governments through the United Nations, bilateral aid programs, and 
the World Bank. UNESCO helped to spread a model of education which embedded 
learning within an ideology of state-led economic modernization and married this 
to concepts of individual productivity and national citizenship (McNeely 1995; 
Ramirez and Boli 1987). It deepened this model by stressing that successful national 
educational development depended primarily on what it termed “national political 
will.” Therefore, during this period UNESCO helped to establish an international 
consensus about Third World educational needs, with its underlying objective of 
global educational equalization. And this was true not only in literacy but also in the 
field of mass primary education (Fig. 2.2).

 (b) Second Period: UNESCO 1974–1984

UNESCO’s first attempt to respond to the new demands from the developing 
countries and broader challenges diverged from those of its multilateral partners 
because its formal responsibilities included education in both the developed and 
developing world. Under the mandate of the elected African Director General 
M’bow, UNESCO philosophically reconfigured its work to meet the demands for a 
new world order (UNESCO 1976). On one hand, themes as endogenous develop-
ment and the cultural dimensions of learning to its framing of educational coopera-
tion were introduced (UNESCO 1983). On the other hand, the report on learning to 
be urged governments worldwide to adopt an expanded, innovative conceptualiza-
tion of education and to recognize the need for flexible alternatives to formal school-
ing by committing themselves to “lifelong education”; at the same time, it also 
suggested a contradictory vision of educational multilateralism. It advocated multi-
lateral efforts to develop a form of educational planning which is “integrated, global 
and long term” and placed special emphasis on the eradication of global gaps in 
educational opportunity (UNESCO 1972).

While the organization began to open up new political spaces for the Third World 
demands, these demands undermined the legitimacy and centrality of the organiza-
tion within the evolving multilateral system. Therefore, by the early 1980s, 
UNESCO’s educational activities were no longer providing the organization with 
the kind of legitimacy and authority which they had once afforded in the 1960s and 
early 1970s.
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 (c) Third Period: UNESCO 1985 to Present

In the 1980’s UNESCO was living a deep crisis, which was a harbinger of the 
broader shifts in multilateralism. By the mid-1980s, UNESCO had already spent 
almost a decade evading Western governmental pressures for a more limited, func-
tional, and pragmatic program, choosing instead to focus on high-level debate about 
philosophical and conceptual issues. According to Lee (1995) UNESCO was an 
easy target for the United States of America (USA) campaign to reform the United 
Nations around more narrow technical tasks. The USA left UNESCO in 1983 claim-
ing its little functional value (United States 1984; Finn 1986). The decision of leav-
ing UNESCO by USA was followed by Britain and Singapore in 1984 (Preston and 
Schiller 1989) which has an important impact on its budget with a reduction of 
almost 30%. Therefore after this withdrawal, the focus of UNESCO for the next 
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Fig. 2.2 Periods in UNESCO’s history
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years was to strengthen the support from the remaining members and adapting to 
the budget cuts (Jones 1988).

From November 1987 UNESCO started to gain more stability with the election of 
Federico Mayor Zaragoza as Director General of the Organization; with the support 
of the Western member countries, he established a clear agenda for the institution 
reform, which include prioritization of the programs, the increase of public relations 
and visibility, decentralization of the programs to the field, and “zero- budget growth” 
policy (UNESCO 1996, 1997). By the early 1990s, there was a visible change and 
improvement on the management and the reforms undertaken, and the radical 
demands made on the 1970s were removed from UNESCO’s official program.

In 1989 the Australian Colin Power was appointed as new Assistant Director 
General, who focused his mandate and efforts trying to increase the visibility of the 
educational area by launching several flagship publications in education. The most 
important educational program for UNESCO in this period started with the World 
Conference on Education for All. In 1990, at Jomtien, Thailand, the world leaders 
adopted its reaffirmed vision toward education worldwide, through the World 
Declaration on Education for All, which aimed the achievement of universal pri-
mary education; it was a historic momentum as it has been the focus for the discus-
sion and action within the international community for the past decades, and the 
development of the program was led by UNESCO. The idea of “Education for All” 
became a part of a broadly based consensus about “what works” among bilateral 
and multilateral development agencies. It recalls also the responsibility of heads of 
state and international financial institutions with relatively high volumes of aid 
spending (Mundy 2006).

Nowadays UNESCO is still searching for some clear sense of its comparative 
advantage within an increasingly competitive group of multilateral organizations. It 
is still too early to tell how successful it will be. UNESCO clearly lacks both 
UNICEF’s long tradition of field programming in basic needs and the World Bank’s 
more systematic approach to global research and policy making.

Although its staff emphasize that UNESCO’s approach is more humanist and 
rights based than that of other multilateral organizations, there appears little in 
UNESCO’s work in basic education that distinguishes it from that of other organi-
zations or establishes a distinctive direction for redistributive educational multilat-
eralism in the twenty-first century. The rise of basic education in the program is 
probably best understood as a rather successful accommodation – one which has 
met some of the demands for concentration and functionality demanded by its major 
donors and which has placed the organization back in the multilateral fold (Mundy 
2006). Yet these programs in basic education are operating in the context of a con-
tinuing deterioration of donor funding for development assistance and development 
education and of an ongoing decline in UNESCO’s own extra-budgetary resources 
for education, which now stand well below 1980 levels.
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Chapter 3
Contextualization of UNESCO 
as an International Organization 
on Education

3.1  UNESCO As an International Organization

3.1.1  Basement and Foundations

The United Nations Educational, Scientific, and Cultural Organization (UNESCO) 
is a specialized agency of the United Nations (UN). UNESCO as international orga-
nization specifically aims to create and build a better world, based on peace, the 
eradication of poverty, sustainable development, and intercultural dialogue through 
education, science, and culture (UNESCO 1945). Sharing common values, the civi-
lization can achieve this common goal. According to UNESCO’s principles, educa-
tion is the key to development and is an indispensable tool for humanity to progress 
toward the ideals of peace, sustainability, and freedom (UNESCO 2011a).

The United Nations (UN) was founded in 1945 after the Second World War by 
51 countries with one specific goal to maintain international peace and security 
among nations, by building friendly relations and promoting social progress, 
improving the standard of life and human rights (UN at a glance 2015). UNESCO 
as a United Nation entity shares the same ideals and objectives: peace and security, 
justice and human rights, promotion of economic and social progress, and the 
improvement of people’s living conditions in the specific areas of science, culture 
and education (Valderrama 1995).

3.1.1.1  The Origins – Background

In 1942, during the Second World War, the governments of European countries 
facing Nazi Germany and its allies met in England at the Conference of Allied 
Ministers of Education (CAME). The war was far from over, but countries question 
themselves about how they were going to rebuild the education systems once peace 
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was restored. This project grew very quickly and acquired a universal dimension. 
CAME finalized with the establishment of a proposal that was the baseline to start 
the next conference that was held in London from November 1 to 16, 1945; just 
after the war ended, a conference of the United Nations for the establishment of an 
educational and cultural organization (ECO/CONF). This meeting brought together 
representatives of 40 states; driven by France and the UK, which were highly 
affected by the conflict, delegates decided to create an organization to establish a 
true culture of peace. In spirit, this new organization must establish the “intellec-
tual and moral solidarity of mankind” and thus prevent a new world war. At the end 
of the conference, 37 of these states signed the Constitution of the United Nations 
Educational, Scientific, and Cultural Organization (UNESCO) (Valderrama 1995). 
Therefore, UNESCO was founded on the November 16, 1945, with the aim of 
creating conditions for dialogue among civilizations, cultures, and peoples based 
on respect for common values (UNESCO 2015a). Through this dialogue the world 
could achieve global sustainable development encompassing observance of human 
rights, mutual respect, and the alleviation of poverty, objectives that are in the cen-
ter of the mission itself and the activities of UNESCO.  On November 4, 1946, 
UNESCO Constitution was ratified by 20 states: Saudi Arabia, Australia, Brazil, 
Canada, China, Czechoslovakia, Denmark, Egypt, the USA, France, Greece, India, 
Lebanon, Mexico, Norway, New Zealand, Dominican Republic, the UK, South 
Africa, and Turkey. The first session of the General Conference of UNESCO was 
held in Paris from November 19 to December 10, 1946, were there were represen-
tatives from 30 governments. Nowadays, UNESCO has 195 member states and 8 
associate members (UNESCO 2015b).

3.1.1.2  Scope of Work (Goals and Mission)

UNESCO works to promote collaboration and dialogue among cultures, civiliza-
tions, and peoples, based upon respect for the rule of law, human rights, and com-
monly shared values (UNESCO 1945). It is through this dialogue that the world can 
achieve global visions of sustainable development encompassing observance of 
human rights, mutual respect, and the alleviation of poverty, all of which are at the 
heart of UNESCO’S mission and activities.

The broad goals and concrete objectives of the international community – as set 
out in the internationally agreed development goals, including the Millennium 
Development Goals (MDGs) – underpin all UNESCO’s strategies and activities. 
Thus UNESCO’s unique competencies in education, sciences, culture, communica-
tion, and information contribute toward the realization of those goals.

The organization focuses, in particular, on two global priorities: Africa and gen-
der equality and on a number of overarching objectives, attaining quality education 
for all and lifelong learning; mobilizing science knowledge and policy for sustain-
able development; addressing emerging social and ethical challenges; fostering cul-
tural diversity, intercultural dialogue, and a culture of peace; and building inclusive 
knowledge societies through information and communication.(UNESCO 2014a).
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3.1.1.3  Governing Bodies

There are two main governing bodies at UNESCO: the General Conference and the 
Executive Board.

The General Conference specifies the policies and main lines of work of the 
organization. It sets the programs and UNESCO’s budget. Moreover, it elects the 
members of the Executive Board and appoints the Director General every 4 years. 
The composition of the General Conference is built on the representative of 
UNESCO’s member states. It meets every 2 years and is attended by member states 
and associate members, together with observers for non-member states, intergov-
ernmental organization, and nongovernmental organizations (NGOs); each country 
has one vote, no matter the size or contribution to the budget. The General 
Conference every 2 years assigns specific tasks to the Board. Other functions stem 
from agreements concluded between UNESCO and the United Nations, the special-
ized UN agencies, and other intergovernmental organizations as it states the rules 
and procedures of the General Conference (UNESCO 2014d).

The Executive Board is formed by 58 members whose are elected by the General 
Conference. It meets twice a year in order to ensure the overall management of 
UNESCO. It prepares the work of the General Conference and sees that its deci-
sions are properly carried out. The functions and responsibilities of the Executive 
Board are derived primarily from the Constitution and from rules or directives laid 
down by the General Conference (UNESCO 1945).

3.1.1.4  Representation of the Member States

There are three institutional representations of the member states within UNESCO: 
the National Commissions, the permanent delegations, and the ministries at the 
national level.

National Commissions for UNESCO are represented by all member states (193 
and 3 associate members, Aruba, British Virgin Island, and Netherlands Antilles). 
This is a national body that has been set up by the member states with the purpose 
of their governmental and nongovernmental organizations to the work of the orga-
nization. The aim of the institution is to involve in UNESCO’s activities the various 
ministerial departments, agencies, institutions, organizations, and individuals work-
ing for the advancement of education, science, culture, and information at each 
member state (UNESCO 2014e). UNESCO permanent delegations aim to ensure 
the link between the governments of the member states and the secretariat of the 
organization. There are 183 member states with permanent delegations to UNESCO, 
and 3 permanent observers, and 10 intergovernmental organizations as observers. 
Permanent delegations to UNESCO headed by people with diplomatic status, in a 
regular basis, use to hold consultations on different topics related to the proper func-
tioning of the organization and its activities. Members and associate members may 
also designate one or more ministries responsible for relations with UNESCO and/
or ministries in the fields of competence of UNESCO.
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3.1.1.5  Partnerships

UNESCO works with a wide range of partners in all of its fields of competence, as 
key enabler for meeting global challenges and generating sustainable change and 
long-lasting impact. Partnerships are firmly embedded in UNESCO’s way of work-
ing at global, regional, and national levels. UNESCO partners differ from a wide 
range of institutions to entities and individuals of many kinds – governments, the 
wider UN family, other intergovernmental organizations, NGOs, private sector 
companies, corporate and philanthropic foundations, media organizations, parlia-
mentarians, goodwill ambassadors, and many other specialized networks in 
UNESCO’s field of activities such as the Category 2 Institutes and Centres, Clubs 
for UNESCO, UNESCO Associated Schools, and UNESCO Chairs.

By joining forces with its partners, UNESCO can leverage resources, expertise, 
and competencies to promote all UNESCO’s ideals and values, to achieve common 
development goals, and to strengthen visibility and impact of its action. To make 
sure that partnerships achieve their stated objectives, they need to be carefully and 
sustainably managed. UNESCO’s overall approach to partnerships is set out in its 
“Comprehensive Partnership Strategy.”.

There are different approaches in which UNESCO works with partners: by com-
bining expertise for program delivery through joint designing and implementation 
of activities at national, regional, or global level; by direct financial and in-kind 
contributions, including personnel secondment, volunteers, and equipment; by 
coordination and consultation on the elaboration of programs and on development 
of policies, standards, and norms; by sharing outreach capacity and specific net-
works to support UNESCO’s advocacy and policy dialogue in its priority areas and 
countries; and by providing and benefiting from technical assistance and advisory 
services.

Nongovernmental organizations: As the UNESCO Constitution asserts, “The 
United Nations Educational, Scientific and Cultural Organization may make suit-
able arrangements for consultation and cooperation with non-governmental interna-
tional organizations concerned with matters within its competence, and may invite 
them to undertake specific tasks,” (UNESCO 1945) which means that specific part-
nerships with nongovernmental organizations have been done since its founding; 
UNESCO has sought to collaborate with NGOs, which are fundamental civil soci-
ety partners for the implementation of the organization’s activities and programs 
(UNESCO 2014f). Over the years, UNESCO has built up a valuable network of 
cooperation with NGOs having an expertise in its fields of competence, i.e., educa-
tion, science, social and human sciences, culture, communication, and information. 
Currently, UNESCO is enjoying official partnerships with 373 international NGOs 
and 24 foundations and similar institutions. In addition to this formal framework, 
the organization has also been carrying out a range of activities hand in hand with 
nongovernmental partners, not only at international and regional levels but also at 
national level. Combining expertise and resources with NGOs allows the organiza-
tion to create strategic alliances; enhance efficiency and effectiveness of program/
activity implementation; strengthen visibility and impact of its action and presence, 
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globally, regionally, and at country level; reinforce the implementation and monitor-
ing of its normative frameworks; enhance its capacity to reach all segments of soci-
eties which should be beneficiaries of its action; and multiply the effects of 
UNESCO’s actions.

Intergovernmental organizations (IGOs): UNESCO cooperates as well with 
many intergovernmental organizations, with which it shares the same goals and 
missions, emphasizing in particular its global priorities (Africa and gender equal-
ity). The organization has strengthened and broadened its cooperation with IGOs, 
by concluding 87 formal agreements to reinforce its delivery through joint activities 
at country, regional, and global levels. The organization colaborates with the Islamic 
Educational, Scientific, and Cultural Organization (ISESCO), one of its long- 
standing partners.  It also maintains close working relations with a number of 
regional organizations, including the European Union, the Caribbean Community 
(CARICOM), the Association of Southeast Asian Nations (ASEAN) and Multilateral 
Development Banks.

Private sector: UNESCO cooperates with a wide variety of private sector part-
ners such as business enterprises, including small- and medium-sized firms, national, 
international, and multinational corporations, philanthropic and corporate founda-
tions, financial institutions, and private individuals to carry out its vast mandate. 
Read less over these last two decades, the private sector has become an increasingly 
valuable partner for UNESCO – contributing its core business expertise, creativity, 
innovative technological solutions, social media outreach, and financial and in-kind 
contributions to achieve shared objectives in the area of education, culture, sciences, 
communication, and information. Current partnerships with the private sector range 
from fundraising to strategic partnerships. UNESCO is an official partner in a large 
number of collaborative relationships with the private sector intervening in various 
degrees from being involved in program delivery arrangements, providing policy 
guidance, technical assistance, and expertise, to playing a strong role in promoting 
its core ethical and programmatic values through advocacy and awareness-raising.

3.1.2  UNESCO in the Field of Education

3.1.2.1  Background and Objectives

Since 1945 when UNESCO was created, education is one of its principal activities 
in order to attain its goals: building of peace, poverty eradication, lasting develop-
ment, and intercultural dialogue (UNESCO 1945). UNESCO is committed to a 
holistic and humanistic vision of quality education worldwide, the realization of 
everyone’s right to education, and the belief that education plays a fundamental role 
in human, social, and economic development (UNESCO 2014b). UNESCO’s com-
mitment to the right to education is enshrined in three key standard-setting docu-
ments. Signed in 1948  in the aftermath of the Second World War, the Universal 
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Declaration of Human Rights (Article 26) proclaims that: “Everyone has the right 
to education”.

In 1960, the Convention against Discrimination in Education, adopted by the 
General Conference of UNESCO, stated that the organization has the duty not only 
to proscribe any form of discrimination in education but also to promote equality of 
opportunity and treatment for all in education.” It was, and remains, the first inter-
national instrument with binding force in international law that develops the right to 
education in all its dimensions.

In 1989, the Convention on the Rights of the Child, in Articles 28 and 29, stipu-
lated that primary education should be “compulsory and available free to all” and 
that it should allow children to reach their fullest potential.

The educational main objectives are (a) supporting the achievement of Education 
for All (EFA), (b) providing global and regional leadership in education, (c) build-
ing effective education systems worldwide from early childhood to the adult years, 
and (d) responding to contemporary global challenges through education (UNESCO 
2011a). Within the actual UNESCO Medium-Term Strategy special emphasis has 
been given to (a) advancing Education for All (EFA) and shaping the future interna-
tional education agenda, (b) empowering learners to be creative and responsible 
global citizens, and (c) supporting member states to develop education systems to 
foster high-quality education and inclusive lifelong learning as specific goals for the 
2014–2021 period (UNESCO 2014b).

UNESCO is the only United Nations agency with a mandate to cover all aspects 
of education. Its work encompasses educational development from preschool 
through primary, secondary, and higher education, including technical and voca-
tional education and training, nonformal education, and adult learning. The organi-
zation focuses on increasing equity and access, improving quality, and ensuring that 
education develops knowledge and skills in areas such as sustainable development, 
HIV and AIDS, human rights, and gender equality (UNESCO 2011b) (Fig. 3.1).

UNESCO works with governments, National Commissions for UNESCO, and a 
wide range of other partners to make education systems more effective through 
policy change. It coordinates the Education for All movement and tracks education 
trends of educational needs on global development agendas. UNESCO is also an 
active and committed partner in UN reform, which aims to improve coordination, 
efficiency, and delivery.

UNESCO’s education sector has five main functions: The first one is to act as 
laboratory of ideas: anticipating and responding to emerging trends and needs in 
education and developing education policies based on research and country priori-
ties. The second one is to standard-setter: developing standards, norms, and guide-
lines in key education areas and monitoring the implementation of relevant legal 
and normative instruments. The third one is to act as a clearinghouse: promoting the 
development, implementation, and dissemination of successful educational policies 
and practices. The fourth one is to act as capacity-builder: providing technical 
cooperation to develop the capacity of member states to achieve their national edu-
cation goals. The last one is as a catalyst for international cooperation: initiating 
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and  promoting dialogue and exchange among education leaders and stakeholders 
(UNESCO 2011a, 2014a).

Up to 2015 there were three main international targets: Education for All (EFA), 
the Millennium Development Goals and the two key UN initiatives (UN Decade of 
Education for Sustainable Development 2005–2014) and UNAIDS global Initiative 
on Education and HIV and AIDS (EDUCAIDS). In the year 2000, the international 
community signed up to the Education for All and Millennium Development Goals. 
Currently the two most influential frameworks in the field of education are an ambi-
tious roadmap for the global community to follow, offering a long-term vision of 
reduced poverty and hunger, better health and education, sustainable lifestyles, 
strong partnerships, and shared commitments (UNSECO 2011a). Since November 
2013 when the 37th General Conference established a new resolution that was vali-
dated by the 194th Session of the Executive Board, the Medium-Term Strategy 
2014–2021 established a new approach focusing on fostering high-quality and 
inclusive lifelong learning for all and shaping the future international education 
agenda post 2015 (UNESCO 2014b).

Medium-Term Strategy 2014-2021 (37 C/4)
Mission Statement As a specialized agency of the United Nations, UNESCO contributes to the 

building of peace, the erradication of poverty, and sustainable development 
and intercultural dialogue through education, the science, culture 
communicationa and information

Overarching 
objectives Peace Equitable and Sustainable Development

Global Priorities Africa Gender Equality

Strategic 
Objectives

SO1: Supporting 
Member States to 
develop education 

systems to foster high-
quality and inclusive 

lifelong learning for all

SO2: Empowering 
learners to be creative 
and responsible global 

citizens

SO3: Advancing 
Education for All 

(EFA) and shaping the 
future international 
education agenda

SO4: Strengthening 
science, technology and 
innovation systems and 

policies, nationally, 
regionally and globally

SO5: Promoting 
international scientific 
cooperation on critical 

challenges to 
sustainable 

development

SO6: Supporting 
inclusive social 

development, fostering 
intercultural dialogue 
for the rapprochement 

of cultures and 
promoting ethical 

principles
SO7: Protecting, 
promoting and 

transmiting heritage

SO8: Fostering 
creativity and the 

diversity of cultural 
expressions

SO9: Promoting 
freedom of expression, 
media development and 
access to information 

and knowledge
Responding to Post-Conflict and Post-Disaster Situations

Source: UNESCO (2014b). UNESCO Education Strategy 2014–2021

Fig. 3.1 UNESCO Medium-Term Strategy 2014–2021 (37/c4)
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The Education for All (EFA) movement is a global commitment led by UNESCO 
to provide quality basic education for all children, youth, and adults. It began at the 
World Conference on Education for All (Jomtien, Thailand, 1990), which stressed 
education as a human right and outlined a holistic vision of lifelong learning. Ten 
years later, at the World Education Forum, 164 governments pledged to achieve 
EFA and identified 6 goals with wide-ranging targets to be met by 2015 and signed 
the Dakar Framework for Action (UNESCO 2000).

The five multilateral institutions that organized the World Conference for 
Education for All remain the key international stakeholders in the EFA movement: 
United Nations Educational, Scientific and Cultural Organization (UNESCO), 
United Nations Development Programme (UNDP), United Nations Population 
Fund (UNFPA), United Nations Children’s Fund (UNICEF), and the World Bank. 
As lead agency of the EFA movement, UNESCO focuses its activities on five key 
areas: policy dialogue, monitoring, advocacy, mobilization of funding, and capacity 
development.

The six Education for All goals are the following ones: Goal 1, to expand early 
childhood care and education; Goal 2, to provide free and compulsory primary edu-
cation for all; Goal 3, to promote learning and life skills for young people and 
adults; Goal 4, to increase adult literacy; Goal 5, to achieve gender parity; and Goal 
6, to improve the quality of education (UNESCO 2000).

The Millennium Development Goals: Also adopted in 2000, the eight Millennium 
Development Goals (MDGs) aim to reduce in half poverty by 2015. Although 
MDGs 2 and 3 focus on achieving universal primary schooling, empowering 
women, and eliminating gender disparities at the primary and secondary levels, 
education drives the achievement of all the MDGs. This is because it equips people 
with the knowledge and skills to break the cycle of poverty and shape their future 
life chances (United Nations 2000).

There are two other key UN initiatives: UNESCO leads three major initiatives 
within the UN family. The first one is the UN Decade of Education for Sustainable 
Development (2005–2014) which encourages governments to incorporate the prin-
ciples, values, and practices of sustainable development into teaching and learning, 
so as to address social, economic, cultural, and environmental challenges (UNESCO 
2005). The second one launched in 2004, the UNAIDS Global Initiative on 
Education and HIV and AIDS (EDUCAIDS), works with more than 80 countries to 
promote, develop, and support comprehensive educational responses to the pan-
demic (IIEP 2005).

Beside the international goals, UNESCO holds two priorities: Africa and gen-
der equality. On one hand, Africa is a top priority for UNESCO, and education is 
key to the region’s development UNESCO (2014b). The past decade has seen 
marked advances toward EFA in sub-Saharan Africa. Indeed, the region has 
increased primary net enrolment ratios by almost one-third, despite a large rise in 
the school-age population. Gender gaps have narrowed at the primary level, more 
children are moving from primary school to secondary education, and real expen-
diture on education has increased by more than 6% each year (UNESCO 2012). 
On the other hand, gender equality is the other priority for UNESCO, as gender 
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inequality is still an obstacle to Education for All. The organization has developed 
a UNESCO Priority Gender Equality Action Plan for 2014–2021 and a set of gen-
der mainstreaming training tools to build gender equality considerations into poli-
cies (UNESCO 2013b).

In 2010, UNESCO was a signatory to the UN Joint Statement on Accelerating 
Efforts to Advance the Rights of Adolescent Girls, through UNESCO’s new global 
partnership for girls’ and women’s education (UNESCO 2011b) which focus on the 
access of learning primarily within secondary education and adult literacy. The pro-
gram includes a global advocacy plan that aims to reduce the dropout rate of adoles-
cent girls trying to create partnerships with the support of the private sector.

3.1.2.2  Field of Action

Literacy is the foundation for lifelong learning and a fundamental right. It generates 
and develops knowledge and skills and also enhances individual self-confidence, 
leading to better health and income as well as fuller participation in the community. 
UNESCO motivates governments and civil society to focus on literacy; it helps 
member states to increase their literacy rates by formulating solid policies and by 
developing national capacities. Up to date, UNESCO’s major literacy initiatives 
have been the following ones: The United Nations Literacy Decade (2003–2012) 
and the Literacy Initiative for Empowerment (LIFE, 2006–2015). In coordination 
with UNESCO HQ, UNESCO Institute for Statistics (UIS) in Montreal, Canada, 
have developed a Literacy Assessment and Monitoring Program (LAMP), which is 
a tool to help member states measure levels of literacy achievement. Moreover, an 
international research, training, information, and publishing center for literacy, 
adult education, and nonformal education named UNESCO Institute for Lifelong 
Learning (UIL) is based in Hamburg, Germany. This center holds more than 60,000 
items, including a unique collection of literacy materials from 120 countries in more 
than 160 languages. Furthermore, UNESCO celebrates each year the International 
Literacy Day and awards prizes in recognition of excellence and innovation in pro-
moting literacy throughout the world.

Teachers are key player to attain the educational goals; they help to empower 
people, build peace, and develop societies. Nowadays it lacks 1.6 million primary 
teachers in order to attain the universal primary education goal set on the Millennium 
Development Goals. Without sufficient numbers of qualified teachers – men and 
women – the EFA and MDG targets will be hard to meet. There are also important 
qualitative challenges to face such as the training, deployment, and motivation of 
teachers (UNESCO 2013c).

UNESCO provides global leadership on teachers and their status, recruitment, 
training, and professional development, based on the UNESCO/ILO 
Recommendation concerning the Status of Teachers (1966), which is applied in 
parallel with the Recommendation concerning the Status of Higher Education 
Teaching Personnel (1997); it also helps countries to develop comprehensive 
teacher policies.

3.1 UNESCO As an International Organization



46

UNESCO’s International Bureau of Education (IBE, Geneva, Switzerland) 
develops teacher guidelines for curriculum development with teams from Ministries 
of Education in various countries, and UNESCO International Institute for 
Educational Planning (IIEP, Paris, France) revises teacher management practices. 
UNESCO’s International Institute for Capacity Building in Africa (IICBA, Addis 
Ababa, Ethiopia) assists member states in Africa with open and distance learning 
and face-to-face training of trainers.

Technical and vocational education and training (TVET) plays an essential role 
in helping reduce poverty and promote growth as well as in ensuring the social and 
economic inclusion of marginalized communities (UNESCO 2013a); UNESCO has 
established a strategy to support TVET in member states from 2010 to 2015. The 
strategy focuses on three core areas: The first one is providing upstream policy 
advice and related capacity development; the second one is with the conceptual 
clarification of skills development and improvement on monitoring of TVET; and 
the third one is by acting as a clearinghouse and informing the global TVET debate 
(UNESCO 2009).

UNESCO promotes TVET and skills for work on secondary and post-secondary 
training in formal and nonformal settings as part of lifelong learning. It helps mem-
ber states to develop long-term strategies and solutions based on inclusive and 
rights-based approaches. A 5-year project named “Better Education for Africa’s 
Rise” BEAR project began in 2011, with the aim of revitalizing TVET in five target 
countries of the Southern African countries: Botswana, D.R.  Congo, Malawi, 
Namibia, and Zambia. The project is based on a comprehensive research carried out 
on the status of TVET systems in countries in the Southern African Development 
Community as part of the UNESCO capacity-building initiative funded by the 
Government of the Republic of Korea (UNESCO 2014c).

The UNESCO-UNEVOC International Centre for Technical and Vocational 
Education and Training (Bonn, Germany) formed by 282 specialized institutions 
named UNEVOC Centers located in 167 UNESCO member states help member 
states strengthen and upgrade their TVET systems (UNESCO-UNEVOC 2014).

In 2009, an Interagency Group on TVET was established on the initiative of 
UNESCO. Its members include ILO, OECD, the World Bank, the European Training 
Foundation, the European Commission, and the Asian Development Bank. The 
objective of the group is to promote cooperation at different levels and to share 
knowledge on TVET issues. The same year in August, a specific working group on 
indicators, involving the UNESCO Institute for Statistics, was established to develop 
TVET indicators for policy monitoring and evaluation. Moreover another Inter- 
Agency Task Team (IATT) was created for the revitalization of TVET in the 
Economic Community of West African States (ECOWAS). Through this task force 
team, UNESCO is creating partnerships with agencies including UNDP, ILO, and 
the Association for the Development of Education in Africa (ADEA), to support the 
development of skills for youth employment.

Strengthening education systems: UNESCO’s top priority is to speed up access 
to quality learning. The organization helps countries to develop inclusive education 
systems from early childhood to the adult years. Early childhood care and education 
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(ECCE) programs prepare children for school, mitigate the effects of household 
deprivation, break the cycle of educational disadvantage between parents and chil-
dren, and strengthen prospects for economic growth. UNESCO advocates for ECCE 
programs that include health, nutrition, and security as it was stated on the Moscow 
Framework for Action and Cooperation (UNESCO 2010).

Regarding primary and secondary education, the increase in primary school 
enrolments had an impact in many countries, as they have broadened the concept of 
basic education to include lower secondary education; nevertheless it is vital to 
ensure quality and relevance are maintained during the expansion.

Higher education: UNESCO is the only UN agency with a mandate for higher 
education; UNESCO helps member states and their institutions widen access to 
quality higher education through diverse modes of provision adapted to local devel-
opment needs. Initiatives to inform policy include global for essential issues such as 
university rankings (2011), graduate employability (2012) and diverse provision 
and enhancing of higher education (2013). Normative instruments are in place to 
support international mobility of students and graduates. UNESCO is in the process 
of revising the regional conventions on recognition of higher education qualifica-
tions as well as exploring possibilities to establish a global convention for all mem-
ber states. Further activities promote quality assurance in higher education, support 
institutions and states, reduce brain drain, and enhance interinstitutional coopera-
tion and networking through the UNESCO Chairs and UNITWIN programs.

Reconstructing education after disaster and conflict: A significant proportion of 
the 67 million children out of primary school worldwide live in countries affected 
by war and natural disasters. Education restores routine and gives people hope for 
the future. It can also serve as a channel both for meeting other basic humanitarian 
needs and for communicating vital messages that promote safety and well-being. 
Rebuilding education systems is an essential element in restoring peace and laying 
the ground for long-term sustainable development. The Inter-Agency Network for 
Education in Emergencies (INEE) is an open global network of practitioners and 
policy makers working together to ensure quality education in emergency situa-
tions. UNESCO supports member states to integrate disaster risk reduction into 
their education sectors.

HIV and AIDS: With an estimated 6800 people newly infected with HIV every 
day, prevention education must be at the forefront of any response to the epidemic. 
School-based HIV education offers a very cost-effective approach to prevention, as 
the right message can reach large numbers of young people from diverse back-
grounds. The UNAIDS Global Initiative on Education and HIV and AIDS 
(EDUCAIDS) helps countries to respond to the epidemic by giving particular atten-
tion to children and youth, especially the most vulnerable, within a sector-wide 
approach. This work is reinforced by UNESCO’s efforts to support HIV prevention 
through sexuality education.
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3.1.3  UNESCO Education Strategy 2014–2021

UNESCO’s Medium-Term Strategy (2014–2021), drafted by the organization’s sec-
retariat and approved by the 37th session of its General Conference in November 
2013, corresponds to the 8-year Medium-Term Strategy of the organization, and it 
articulates UNESCO’s vision and strategic priorities in education over that period.

UNESCO’s Medium-Term Strategy explains how the vision and mission trans-
late into programmatic actions for 2014–2021 and sets out three strategic priorities 
that will guide the organization’s support to member states’ education systems up to 
2021: (a) developing education systems to foster quality and inclusive lifelong 
learning for all, (b) empowering learners to be creative and responsible global citi-
zens, and (c) shaping the future education agenda. And finally it presents future 
milestones and implementation arrangements.

The Education Strategy 2014–2021 is aligned with UNESCO’s Medium-Term 
Strategy (document 37 C/4) and Program and Budget 2014–2017 (document 37 
C/5).This strategy also articulates its role and the strategic directions will take in 
order to contribute fully to the post-2015 Global Education Agenda as part of the 
new global development agenda.

3.1.4  Education Agenda Post-2015

UNESCO, as the United Nations’ specialized agency in education, plays a key role 
both technically and intellectually to support member states in strengthening their 
education systems’ responsiveness to current and future demands and ability to sus-
tain and accelerate education progress. UNESCO strongly believes in the need for 
an inspirational, transformative, and holistic post-2015 education agenda of univer-
sal relevance, with measurable targets and indicators that encompass but go beyond 
the unfinished EFA agenda (UNESCO 2014b).

The objective of such education must be envisaged in a broad lifelong learning 
perspective that aims at empowering people to realize their right to education; fulfill 
their personal expectations for a decent, healthy life, and work; and contribute to the 
achievement of their societies’ socioeconomic development objectives. In addition 
to the acquisition of basic knowledge, attitudes, and cognitive, social, and emotional 
skills, the content of learning must promote problem-solving and creative thinking, 
understanding and respect for human rights, inclusion and equity, and cultural 
diversity, all of which are essential to the realization of peace, responsible citizen-
ship, and sustainable development.

In defining the post-2015 education agenda, UNESCO suggests building on what 
has been achieved in EFA since 2000 and completing the unfinished agenda while 
taking into consideration emerging trends and broader socioeconomic development 
issues and their implications for education.
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UNESCO recommends the following as a possible overarching education goal, 
aiming to achieve just, inclusive, peaceful, and sustainable societies: “Ensure equi-
table and inclusive quality education and lifelong learning for all by 2030” 
(UNESCO 2015f; pp. 7) and suggests the following principles to guide the agenda:

 (a) Education is a fundamental human right and contributes significantly to the 
realization of other rights.

 (b) Education is a public good. The state is the custodian of education as a public 
good. At the same time, the role of civil society, communities, parents, and 
other stakeholders is crucial in the provision of quality education.

 (c) Education is a foundation for human fulfillment, peace, sustainable develop-
ment, economic growth, decent work, gender equality, and responsible global 
citizenship.

 (d) Education is a key contributor to the reduction of inequality and poverty as it 
bequeaths the conditions and generates the opportunities for better, more sus-
tainable societies (UNESCO 2014f) (Fig. 3.2).

It is proposed that the overarching goal should be translated into seven specific 
global targets; Target 4 is focused on skills for work and life through technical/
vocational, upper secondary and tertiary education, referring to: “By 2030, at least 
x% of youth and y% of adults have the knowledge and skills for decent work and 
life through technical and vocational, upper secondary and tertiary education and 
training, with particular attention to gender equality and the most marginalized” 
(UNESCO 2015b, p. 12).

UNESCO´s overarching mission:
Education for peace and sustainable development

Strategic Objective 1 Strategic Objective 2 Strategic Objective 3
Supporting  Member States to 
develop education Systems to 

foster high quality and 
inclusive lifelong learning for 

all

Empowering learners to be 
creative and responsible global 

citizens

Advancing Education for All 
(EFA) and shaping the future 

international education agenda

Thematic areas of expected results
Sector-wide planning, policies 

and reform
Global citizenship education Foresight and research

Literacy Education for sustainable
development

Monitoring education 
development and the right to 

education
Skills development for work Health education Partnerships for and 

coordination of education
Higher education

Teachers
Learning processes and 

outcomes
ICT in education

Source: UNESCO (2014a). 2014 - 2021 Medium-term strategy 37/c4

Fig. 3.2 UNESCO’s strategic objectives for education 2014–2021
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Technical and vocational education and training (TVET) vision in relation to the 
post-2015 agenda is subject to increasing and varied demands and expectations. A 
key challenge is how TVET can assist youth in developing skills for successful 
transition to work and further learning. Strategies that target the participation of 
marginalized groups in relevant TVET programs can, therefore, make important 
contributions to social equity and inclusion.

While positioning TVET as a key part of any education system, UNESCO argues 
that TVET is closely associated with the world of work. UNESCO will amplify its 
provision of upstream policy advice and capacity building for the effective design 
and implementation of TVET policies. UNESCO will strengthen the role of the 
UNESCO-UNEVOC international center as a key platform for capacity building. It 
will collect and disseminate evidence on the multiple and diverse policy approaches 
for transforming and expanding TVET and use its convening power to promote 
knowledge production and sharing as well as regional and global TVET 
advocacy(UNESCO 2014f).

3.1.5  Education and the Sustainable Development Goals 2030

In September 2015, at the 70th Session of the United Nations General Assembly, the 
international community set an ambitious agenda for Sustainable Development 
Goals (SDGs) for 2030. These represent a universal, ambitious, sustainable devel-
opment agenda; it calls for an integrated approach to development which recognizes 
that eradicating poverty in all its forms and dimensions, combating inequality within 
and among countries, preserving the planet, creating inclusive and sustainable eco-
nomic growth, achieving full and productive employment and decent work for all 
women and men, and ensuring full gender equality and fostering social inclusion 
are interdependent (UNESCO 2015c).

Education and training are central to the achievement of the 2030 agenda. The 
vision of the Incheon Declaration: Education 2030 is fully captured by Sustainable 
Development Goal 4 “Ensure inclusive and equitable quality education and promote 
lifelong learning opportunities for all”. Through the Incheon Declaration adopted at 
the World Education Forum in May 2015, UNESCO, as the United Nations’ spe-
cialized agency for education, has been entrusted to lead and coordinate the 
Education 2030 agenda with its partners.

The roadmap to achieve the ten targets of the education goal is the Education 
2030 Framework for Action, adopted in November 2015, and it provides guidance 
to governments and partners on how to turn commitments into action. Education 
2030 goes beyond past attempts to ensure access to basic education, as set out in the 
Education for All goals and the education-related Millennium Development Goal 2 
of 2000–2015.

The Global Education 2030 Agenda new expanded scope: (a) It reaches from 
early childhood learning to youth and adult education and training; (b) it empha-
sizes the acquisition of skills for work; (c) it underlines the importance of  citizenship 
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education in a plural and interdependent world; (d) it focuses on inclusion, equity, 
and gender equality; and (e) it aims to ensure quality learning outcomes for all, 
throughout their lives.

The main responsibility for implementing the agenda lies with governments, 
UNESCO, and partners providing support through coordinated policy advice, tech-
nical assistance, and capacity development and monitoring of progress at global, 
regional, and national levels.

3.1.5.1  TVET Within the Sustainable Development Goal 4

Education 2030 devotes considerable attention to technical and vocational skills 
development, specifically regarding access to affordable quality technical and voca-
tional education and training (TVET); the acquisition of technical and vocational 
skills for employment, decent work, and entrepreneurship; and elimination of gen-
der disparity and ensuring access for the vulnerable. In this context, TVET is 
expected to address multiple demands of an economic, social, and environmental 
nature by helping youth and adults develop the skills they need for employment, 
decent work, and entrepreneurship; promoting equitable, inclusive, and sustainable 
economic growth; and supporting transitions to green economies and environmental 
sustainability (UNESCO 2015c).
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Chapter 4
Contextualization of TVET in Education

4.1  TVET – General Understanding

4.1.1  What Does TVET Mean and Imply?

Technical education and vocational training (TVET) is a sub-sector of education 
and training. It comprises formal, nonformal, and informal learning1 (UNESCO 
1972). It develops skills and knowledge from basic to advanced levels and shapes 
people’s attitudes. It takes place across a wide range of institutional settings, includ-
ing schools, public and private vocational institutes, tertiary education institutions, 
community projects, at home, and the workplace, in both the formal and informal 
economies. At its best, TVET enhances skills for working, further learning and 
living, and contributing to human, economic, social, and environmental aspects of 
development (UNESCO 1972). TVET equips people with vocational skills and a 
broad range of knowledge, skills, and attitudes that are recognized as indispensable 
for meaningful participation in work and life. Examples of the benefits include self- 
awareness and self-esteem and strengthened interpersonal, citizenship, 

1 Definition of formal, nonformal, and informal learning (UNESCO 1972)

Formal education: the hierarchically structured, chronologically graded “education system,” run-
ning from primary school through the university and including, in addition to general academic 
studies, a variety of specialized programs and institutions for full-time technical and profes-
sional training.

Informal education: the truly lifelong process whereby every individual acquires attitudes, values, 
skills, and knowledge from daily experience and the educative influences and resources in his 
or her environment – from family and neighbors, from work and play, from the market place, 
the library, and the mass media.

Nonformal education: any organized educational activity outside the established formal system – 
whether operating separately or as an important feature of some broader activity  – that is 
intended to serve identifiable learning clienteles and learning objectives.
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communication, and entrepreneurial skills. Much of TVET also reaffirms the value 
of traditional knowledge and skills, as well as of knowledge and skills acquired 
outside formal settings (UNESCO 2012) (Table 4.1).

From an international perspective TVET represents many different traditions, 
which are reflected in multiple terminologies, institutional arrangements, organiza-
tional approaches, and educational cultures. TVET can make a substantial differ-
ence to individuals’ well-being by developing their knowledge, skills, creativity, 
and wider competences; therefore, it contributes significantly to human develop-
ment. It has also a great potential in terms of contributing to national competitive-
ness, productivity, and smoother development toward a more sustainable future. 
TVET is increasingly expected to support quality-learning opportunities, which 
facilitate both initial entry into work, career development, and lifelong learning.

Normally TVET is perceived, in general basis, as being too much of a supply- 
side solution that is not adequately situated within the broader labor market and 
social and economic policies that affect the transition from education and training 
to work. Some forms of TVET have been seen by parents and young people as an 

Table 4.1 Overview of the different interpretations of “formal,” “nonformal,” and “informal” 
education worldwide

Source of 
the 
information Formal education Nonformal education Informal learning

Green et al. 
(2004)

“Organized and 
intentional learning 
whose outcomes are 
accredited”

“Results from organized 
activities within or 
outside the workplace 
which involve significant 
learning but it is not 
accredited”

“That which occurs 
unintentionally or as a 
by-product of other 
activities”

Tight (2002) “Formal learning is that 
provided by the 
education and training 
system set up or 
sponsored by the state, 
for those express 
purposes”

“Any organized, 
systematic activity, 
carried out outside the 
framework of the formal 
system, to provide 
selected types of 
learning to particular 
subgroups in the 
population, adults as 
well as children”

“The life-long learning 
process by which every 
individual acquires and 
accumulated knowledge, 
skills, attitudes and insights 
from daily experiences and 
exposure to the 
environment”

Eurostat 
(2015)

“Education provided by 
the system of schools, 
colleges, universities 
and other formal 
educational institutions 
that normally 
constitutes a continuous 
ladder of full-time 
education for children 
and young people”

“Any organized and 
sustained educational 
activities that do not 
correspond exactly to the 
above definition of 
formal education. It may 
take place both within 
and outside educational 
institutions and cater to 
persons for all ages”

“Informal education is 
generally intentional but 
unorganized and 
unstructured learning events 
that occur in the family, in 
the workplace, and in the 
daily life of every person, on 
a self-directed, family-
directed, or socially directed 
basis”

Source: An initial statistical study, UNESCO-UNEVOC and UNESCO-ISU (2006)
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option of last resort and a dead-end route that cuts learners off from any possibility 
for tertiary education and “good jobs,” preparing them instead for low-status occu-
pational roles. If this is so, then it actually perpetuates social inequalities by repro-
ducing them. Given the high costs of persistent unemployment and social divisions, 
these are vital issues impelling TVET to transform itself.

TVET could be rightly perceived as high quality and inclusive and leading to 
excellent opportunities and outcomes in the labor market for young people and 
adults alike. On the one hand, TVET is important as a set of approaches to learning 
both as preparation for the world of work and for well-being later in adult life. On 
the other hand, TVET can make an important contribution to skills as well as to 
human resource development policies and strategies that are designed to meet the 
various local, national, regional, and global labor market needs. TVET can play an 
effective role in skills development in both traditional and new industries and trades. 
It can also support individual and societal rehabilitation after conflicts or disasters 
and can strengthen social capital and resilience. Moreover, TVET is a way to pre-
vent social exclusion and its consequences.

4.1.2  Work, Formal Sector, Informal Sector, and Decent Work

Work is central to our lives: It gives us a sense of purpose and identity and provides 
an income to meet our material needs. Work is one of the main ways we relate to 
others. It is both an individual and a social activity. It can be a source of dignity and 
fulfillment. But it can also be a source of exploitation and frustration (ILO 2006).

Work can be defined as “exertion or effort directed to produce or accomplish 
something, labor, toil” (Oxford 2010, p. 592). Our conventional understanding of 
work links it to paid jobs. But work is so much more: A huge amount of unpaid 
work is done in households, particularly by women. Information sources that quan-
tify and value that work are extremely thin, but we know that much of this sort of 
work is essential to the welfare not just of the young or elderly or sick but also to 
those in paid work. Moreover, there is no sense in only considering work in the 
formal economy. It is estimated that there are between 900 million and 2 billion 
workers in the informal economy (depending on whether agriculture is included – 
OECD 2009).

Informal work and self-employment are often seen as identical but are not; self- 
employment in formal enterprises refers to workers in small unregistered or unin-
corporated enterprises including employers, own account operators, unpaid family 
workers; meanwhile the wage employment in informal jobs refers to workers with-
out worker benefits or social protection who work for formal or informal firms, for 
households or with no fixed employer, including other informal wage workers such 
as casual or day laborers, domestic workers, unregistered or undeclared workers, 
some temporary or part-time workers, and industrial outworkers (also called home- 
workers) (Alter Chen 2007). ILO (2006) highlights the fact that 300 million workers 
are in wage employment within the informal economy or are working informally for 
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formal sector firms, and four out of every ten of the world’s working women and 
men are trying to make a living off the land, and in some of the lowest-income coun-
tries, three-quarters or more of workers, especially women, are engaged in 
agriculture.

In recent years, the concept of informal sector has been reelaborated, and it 
incorporates certain types of informal employment that were not included in the 
earlier concept and definition (M. Alter Chen 2007). It focuses on the nature of 
employment in addition to the characteristics of enterprises, and it includes informal 
employment for both within and outside agriculture. Therefore informal employ-
ment refers to employment without labor or social protection both inside and out-
side informal enterprise, including both self-employment in small unregistered 
enterprises and wage employment in unprotected jobs.

While the informal economy is often a major source of innovation, entrepreneur-
ship, and learning, with up to 90% of TVET in some West African countries being 
located within the traditional apprenticeship system (Walther 2007), it is also too 
often associated with poverty, poor working conditions, and low-quality products 
and services. Moreover, the formal and the informal ends of the economy are often 
dynamically linked.

In 1999 the idea of “decent work” was born being used to sum up the aspirations 
of people in their working lives. These aspirations are for job opportunities and suf-
ficient income; rights at work, representation, and a voice at the workplace; family 
stability and personal development; and fairness and gender equality. Decent work 
is a cornerstone for stability and social advancement. ILO (2006) states that there is 
a growing feeling that the dignity of work has been devalued, that it is seen by pre-
vailing economic thinking as simply a factor of production, a commodity, forgetting 
the deeper individual, family, community, and national significance of human work. 
The absence of work, the quality of work, having a voice at work, continued gender 
discrimination, and unacceptably high youth unemployment are all major issues in 
politics today. All of these raise new challenges for TVET.

4.2  TVET in a Global World

4.2.1  Global TVET Challenges on the Twenty-First Century

The beginning of the twenty-first century has brought a radical change on the global 
economy and the global society with profound implications for technical and voca-
tional education and training. Since 1999 the global changes are address by the 
different world dynamics that include a changing human development paradigm, 
demographic changes, labor market changes, technology development, globaliza-
tion of economies, and new demands on education systems requiring different poli-
cies and performances. Technical education and vocational training systems in this 
twenty-first century must be able to adapt to the  global transformations, which 
include an ongoing technological revolution (that involves information and 
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communications technologies) and the consequent rapid pace of social change. The 
knowledge-based society, which these changes are bringing about, offers exciting 
new modalities for education and training. At the same time, these social and eco-
nomic trends require a new development paradigm which, hopefully, will have a 
culture of peace and environmentally sound sustainable development as its central 
features.

Attention to TVET policy will increase globally as our world becomes more 
vulnerable to crises, whether economic, political, social, or environmental. 
Technologies and social relations are also evolving rapidly and in often unpredict-
able ways. Within turbulent global and local contexts, millions of young men and 
women experience severe challenges in making transitions from education to adult-
hood and to the worlds of work. Large numbers of young people and adults lack 
meaningful work opportunities or have their opportunities threatened by circum-
stances beyond their control. Persistent poverty, vulnerability, and inequality are 
ongoing concerns in societies across the world. At the same time, exciting opportu-
nities and possibilities for the future exist as new ways of learning, working, and 
living changed societal configurations and green technologies.

The implications for TVE include the increased mobility of labor and capital, 
uneven impacts for rich and poor, and emerging market economies in both rural and 
industrial sectors. The knowledge-based society, which these changes are bringing 
about, offers exciting new modalities for education and training. At the same time, 
these social and economic trends require a new development paradigm which, hope-
fully, will have a culture of peace and environmentally sound sustainable develop-
ment as its central features (UNESCO 1999a).

4.2.1.1  Human Development and TVET

While every society is vulnerable to risk, some suffer far less harm and recover 
more quickly than others when adversity strikes. The concept of vulnerability is 
used to describe exposure to risk and risk management, including insuring against 
shocks and diversifying assets and income (UNDP 2014). Human development con-
cept refers to the expansion of people’s freedoms to live long, healthy, and creative 
lives, to advance other goals they have reason to value, and to engage actively in 
shaping development equitably and sustainably on a shared planet. People are both 
the beneficiaries and the drivers of human development, as individuals and in 
groups. This reaffirmation underlines the core of human development – its themes 
of sustainability, equity, and empowerment and its inherent flexibility. The human 
development framework applies to all countries and to all people (UNDP 2010). 
Special efforts are needed to ensure that human development is sustainable and 
equitable. And it is about enabling people to exercise individual choice and to par-
ticipate in, shape, and benefit from processes at the household, community, and 
national levels – to be empowered (UNDP 2010).

For more than 20 years, the UNDP’s Human Development Reports (HDRs) have 
expanded and promoted this human development notion significantly in theoretical 
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and methodological terms. Since 1990 a substantial progress has been done, as the 
world’s average Human Development Index (HDI) has increased by 18% (and 41% 
since 1970), reflecting large aggregate improvements in life expectancy, school 
enrolment, literacy, and income (UNDP 2010). Even in countries facing adverse 
economic conditions, people’s health and education have greatly improved as it is 
suggested in the Human Development Report 2010.

The human development perspective positions TVET as a human, social, voca-
tional, and technological activity. TVET also emphasizes the importance of “learn-
ing to be” (UNESCO 1972, 1996) and contributes to individuals’ well-being (and, 
hence, to that of communities and countries) through developing knowledge, skills, 
and attitudes that will enhance their capabilities. Therefore TVET has very real pos-
sibilities for developing the human dimension of individuals and communities as 
well as building the capacity of workers, enterprises, and economies.

4.2.1.2  Demographic Changes and Implications for TVET

Demographic shifts always generate great challenges, especially for TVET in order 
to create conditions to improve the skills, knowledge, and attitudes not only for 
those entering in the labor force but also those who are already active in the labor 
market. Two major demographic shifts are changing labor markets globally with 
clear implications for TVET: The first one is the changes in the age structure of the 
population, and the second one is the international migration flows.

On one hand, the age structure of world population has changed noticeably over 
the last decade as a result of changes in fertility and mortality rates and higher life 
expectancy. With fertility rates dropping nearly everywhere and life expectancy ris-
ing in most of the world regions, the aging phenomenon becomes the essential chal-
lenge for the next decades, even though unevenly across regions. The proportion of 
older individuals increased between 2000 and 2010, but the share of persons below 
14 years of age declined from 30% to 26% globally; however, there is a stark con-
trast between developed and developing countries. In the former, there was a 6% 
absolute decline in the below 14 years of age group, in contrast to an 18% increase 
in the least developed countries (UNDP 2011).

Demographic tendencies will contribute significantly to the expansion of the 
working age population (WAP) over the next four decades. On average, this popula-
tion category is going to increase by more than 28% globally. The highest increase 
is expected in the least developed countries, which by 2050 will have almost 2.3 
times more persons of working age than in 2011. At the same time, the working age 
population will decline in developed countries by almost 10% (UNDP 2011) 
(Table 4.2).

These demographic changes have an impact in the labor market and TVET in 
various ways: First, the aging populations in developed regions will continue to put 
pressure on social security outlays and public finances. This, coupled with a better 
educated labor force and increasing health conditions across populations, is trigger-
ing new welfare policies that aim to postpone the retirement age and thus take full 
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advantage of the productive potential of older and healthier populations. In a con-
text of rapid technological change, TVET will become a central piece for continu-
ous learning and lifelong learning strategies to support a longer working life and 
permit workers to stay productive over longer periods of time compared to previous 
generations. The investment of enterprises in skills development together with 
greater responsibility of individuals to engage actively in learning over the whole 
lifecycle will be key features of continuing TVET. Governments will need to further 
support this by implementing effective legislative and institutional arrangements for 
continuing TVET, including validation of prior learning, certification, and quality 
assurance, and by encouraging enterprises and individuals, for example, through 
incentives, to invest in skills development, as well as by using appropriate approaches 
to lifelong career guidance and counseling (Cedefop 2011). Secondly, in less devel-
oped regions, the combination of large numbers of young people entering the labor 
market with very low qualifications has created a social divide between a minority 
with the necessary skills to access decent jobs and those with low skills working in 
low-paid jobs in the formal or informal sector.

On the other hand, migration, internal and abroad, is flowing more and more to 
cities and to developed countries. In the future, demographic trends will require the 
expansion of TVET learning opportunities for young people and will keep pressure 
on the labor market to create jobs capable of providing decent work for increasingly 
better educated labor forces.

The degree of success of individual countries in expanding TVET learning 
opportunities and generating the required number of decent jobs will vary depend-
ing on specific strategies and policies adopted. Countries failing to generate decent 
work at the pace of population growth will see labor increasingly occupied in the 
informal sector or seeking work abroad or, alternatively, increased political instabil-
ity at the extreme. TVET policies in this context will have to promote a diverse 
supply of TVET programs in order to reach disadvantaged groups and fight social 
exclusion. Increasing learning opportunities through TVET will also require the 
introduction of innovative funding mechanisms and new forms of partnership, 
 networks, and alliances at all levels, between public, private, and civil society 
stakeholders.

Migration is a dynamic phenomenon in terms of scale and complexity, due to the 
growing demographic disparities, the effects of environmental change, new global 
political and economic dynamics, technological revolutions, and social networks 
(IOM 2010). As a result of increasing migration flows, the national character of 

Table 4.2 Projections of working age population by development regions

2011 2020 2030 2040 2050

World 4583,041 5031,779 5438,040 5707,025 5887,808
Developed region 834,650 817,192 795,175 776,939 756,340
Low developed region 3748,390 4214,587 4642,865 4930,086 5131,468
[of which] low developed countries 482,783 612,395 768,851 936,970 1100,620

Source: Calculations based on UN (2011)
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TVET systems and qualifications is being challenged more and more. TVET quali-
fications no longer only act as proxy for the skills, knowledge, and competences of 
an individual; they also take the form of a currency that signals national and inter-
national value (ETF 2005). At the same time, TVET policies are expected to man-
age labor migration effectively and support the integration of migrant workers. 
These may include policies for skills development, such as language skills and cul-
tural knowledge and understanding; career guidance and counseling, including 
skills in understanding and navigating local labor markets; and skills recognition, 
the recognition of prior learning and qualifications gained abroad.

4.2.1.3  Labor Market Pressures on TVET

The world’s labor markets have been subject to several dynamics over the last 
decade. These changes include the worsening unemployment and job quality situa-
tion for youth, persisting gender differentials in labor force participation, and con-
tinued skills mismatches.

Unemployment globally remained constant for almost the whole decade. Youth 
unemployment slightly decreased in 2007, but by 2009 it had reverted to its 2000 
level (12.8%). In 2010, North Africa and sub-Saharan Africa recorded the highest 
rates of youth unemployment, followed by developed countries (including the EU) 
and the Central and South East Europe/(former) Commonwealth of Independent 
States region. At a global level, the position of youth in the labor market is deterio-
rating in terms of unemployment and job quality. The length of youth exposed to 
unemployment is increasing; meanwhile employed youth face reductions in job 
quality (Cedefop 2009) (Table 4.3).

During the last decade, the most notable change in the analysis of problems relat-
ing to labor participation and the employment of young people was its emphasis on 
the skills mismatch and on the importance of having good coordination mechanisms 
when considering how to make TVET systems more effective. TVET policies need 
to take into account both the supply and the demand for skills. As a consequence, 

Table 4.3 Evolution of total and youth unemployment (%) over time

2000 2004 2005 2006 2007 2008 2009 2010a

World Total 6.3 6.4 6.2 5.9 5.6 5.7 6.3 6.2
Youth 12.8 13 12.9 12.4 11.8 11.9 12.8 12.6

D and EU Total 6.7 7.2 6.9 6.3 5.8 6.1 8.4 8.8
Youth 13.5 14.6 14.2 13.3 12.4 13.3 17.4 18.2

LA and C Total 8.5 8.4 7.9 7.6 7.0 6.6 7.7 7.7
Youth 15.7 16.5 15.7 15.3 14.2 13.8 15.7 15.2

SSA Total 9.0 8.6 8.6 8.0 7.9 7.9 7.9 8.0
Youth 13.8 13.2 13.1 12.2 12.1 12.1 12.1 12.3

Source: Cedefop (2009)
Notes: aestimated; D and EU developed countries and EU, LA and C Latin America and the 
Caribbean, SSA Sub-Saharan Africa

4 Contextualization of TVET in Education



61

most countries in the world are seeking policy answers for addressing the skills 
mismatch which, in particular, include greater involvement of social partners in the 
governance of TVET, the development of public and private partnerships, and the 
implementation of mechanisms for ensuring effective coordination with employers, 
such as sector skills councils (INSSO 2010).

4.2.1.4  The Global Economic Crisis and Its Impact on TVET

There are three main themes that have received significant attention in recent debates 
on the global economic crisis and its impact on skills development: uncertainty, 
vulnerability of employment, and inequality (WTO and ILO 2011). Officially the 
economic recession caused by the American subprime crisis is officially over; nev-
ertheless the economy worldwide is still uncertain and very fragile.

Several European countries and the United States are facing public debt crisis, 
which is in fact the prolongation of the previous economic crisis. As explained by 
Zaman (2010), by recapitalizing banks in difficulty, the problems of the financial 
system that generated the economic crisis moved from the banking and financial 
sector to the government sector, and the risk of insolvency in the corporate sector 
passed therefore to the state level. Consequently, many governments (including 
those not affected by the debt crisis) have been forced to adopt tough austerity mea-
sures that will further affect their economies. By reducing various forms of social 
benefits and salaries at national level, the domestic demand for commodities will 
decline, these measures will concern in particular middle and low-income groups, 
the external demand for exports will decline as well, creating very fragile national 
economies. If measures to boost productivity and efficiency in production are not 
taken in parallel, the decline in demand will most probably generate a second reces-
sion, which will easily go global. While economies are starting to recover, the 
effects of the crisis on employment and unemployment are still present, and it will 
take more time for labor markets to return to their pre-crisis equilibrium than is the 
case for the productive sector (Eichhorst et al. 2012). For example, in 2009, global 
GDP fell by 0.6%, and unemployment increased from 5.7% to 6.3%. However, in 
2010, global GDP rose by 4.8%, but unemployment only declined from 6.3% to 
6.2% (Graziosi 2011). This reflects a longer tendency toward jobless growth: 
Between 1999 and 2008, global GDP increased by 47%, but unemployment declined 
by only 0.7 percentage points, from 6.4% to 5.7% (Graziosi 2011).

A CEDEFOP study on European Union labor markets (Cedefop 2011) revealed 
that there are probably around ten million fewer jobs now than would have been 
expected without the crisis, and that this situation will not improve over the next few 
years. The crisis, however, did not affect the declining tendency of vulnerable 
employment that has been observed since 1999 all over the world. This indicator 
remains exceptionally high in the South Asia (79%), sub-Saharan Africa (76%), and 
Southeast Asia and Pacific (62%) regions (WTO and ILO 2011).

Increasing the employability of TVET graduates will require increasing their 
capacity to seize immediate employment opportunities and to deal with labor mar-
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ket constraints. This has at least three significant implications for TVET. First, to 
improve the coordination among government departments responsible for different 
policy areas, in particular TVET and employment. Second, TVET systems have to 
develop tools and mechanisms for anticipating and meeting the needs of labor mar-
kets and individuals. Third, TVET needs to focus more on developing immediate 
job skills and wider competencies, through workplace learning and  competency- based 
approaches to enable learners to handle vulnerable employment and to sustain their 
learning capacity (ILO 2010).

Therefore, TVET need to equip individuals beyond traditional and static con-
cepts of “employability” to be more resilient and to manage risk and uncertainty in 
fast-changing education and labor markets (Hanushek et al. 2011). Given current 
and future demographic trends, it is crucial that young people and older adults in 
particular are “prepared” to continue their development in more demanding employ-
ment, education, or training contexts (UK Commission for Employment and Skills 
2011). At the same time, in countries with a rapidly growing youth population, the 
transition from school to work will be difficult because job creation may not be suf-
ficient to absorb the growing skills supply. In order to deal with this situation, many 
countries have reinforced different forms of workplace learning (apprenticeship, 
internship, and industry detachment). Effort has also gone into enhancing the capac-
ity of TVET systems to better understand changing market forces. Investment in 
labor market information is equally crucial for developing better TVET systems 
(ILO 2010).

Unemployment is also targeted by active labor market policies (ALMPs) more 
directly, by providing job-search support and skills upgrading (ILO and IILS 2011).

4.2.1.5  Globalization, TVET, and the Labor Market

Globalization as a process stimulates economic, social, and cultural activities across 
national borders. The main forces that have driven global integration have been 
technological innovations, broader political changes, and economic policies. The 
economic aspects of globalization include the fast increase of trade, investment, 
capital movements, and migration (WTO 2008). Globalization has had a strong 
influence on TVET and the labor market in the world over the past years. It is impor-
tant to understand the various channels through which globalization affects labor 
markets and demand for skills in developed as well as in developing countries. On 
one hand, globalization impulse the foreign direct investment (FDI) which acts as a 
strong force that impulse competitiveness in the labor market and enhance the in- 
service training; at the same time, it has appeared new options for industrial restruc-
turing as the fragmentation of value chains that allows the outsource the production 
outside the originating country (Faust et al. 2004) what induce that a high propor-
tion of the employees of the global value chains are located in developing econo-
mies. According to (Brown et al. 2011) there are two different types of outsourcing. 
The first type exist within the labor-intensive industries and mostly low-skill activi-
ties and low-paid work (For example clothing and footwear) mainly existing in the 
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low-income countries in which the economies become trapped in low-skill equilib-
rium. The second type of outsourcing more highly skilled work is relocated, which 
enable companies to develop capacities and compete on the global market. 
Outsourcing raises concerns regarding the redistributive aspect of globalization and 
poses serious risks of polarization of global labor markets, with rapid growth in 
high-wage, high-skill professional jobs in developed and emerging countries but 
low-wage, low-skill jobs in developing countries, (Bartels and Lederer 2009).

On the other hand, the international community has increasingly highlighted the 
importance of developing approaches that could harmonize economic prosperity, 
environmental conservation, and social well-being, as it has been the Bonn 
Declaration in 2004 where it states that TVET policies are expected to contribute to 
make globalization inclusive and socially and environmentally sustainable 
(UNESCO 2004). TVET has a crucial role to play in this new era (UNESCO 1999b).

Globalization intensifies the pressure on the TVET sector to supply the necessary 
skills to workers involved in globalized activity and to adapt existing skills to rap-
idly changing needs. As a consequence, there is increasing demand for more agile 
TVET systems where there is a greater focus on modular and competency-based 
programs, as well as on cognitive and transferable skills, which are expected to help 
people adapt to unpredictable conditions (WTO and ILO 2011).
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Chapter 5
TVET at UNESCO

5.1  Conceptualization of TVET for UNESCO

UNESCO understands Technical and Vocational Education and Training (TVET) as 
a part of the lifelong learning process that includes education, training, and skills 
development related to a wide range of occupational sectors, production, services, 
and livelihoods. Technical and Vocational Education and Training can take place at 
secondary, post-secondary, and tertiary levels and includes work-based learning and 
continuing training and professional development which may lead to 
qualifications.

TVET also includes a wide range of skills development opportunities attuned to 
national and local contexts. Learning to learn, the development of literacy and 
numeracy skills, transversal skills, and citizenship skills are integral components of 
TVET (UNESCO 2015a).

TVET contributes to sustainable development by empowering individuals, orga-
nizations, enterprises, and communities and fostering employment, decent work, 
and lifelong learning so as to promote inclusive and sustainable economic growth 
and competitiveness, social equity, and environmental sustainability.

For UNESCO TVET has several aims: (a) to empower individuals and promote 
employment, decent work, and lifelong learning. TVET contributes to developing 
knowledge, skills, and competencies of individuals for their employment, careers, 
livelihoods, and lifelong learning. TVET helps individuals to make transitions 
between education and the world of work, to combine learning and working, to 
sustain their employability, to make informed choices, and to fulfill their aspira-
tions. TVET contributes to social cohesion by enabling individuals to access labor 
market, livelihood, and lifelong learning opportunities, (b) to promote inclusive and 
sustainable economic growth. TVET contributes to the effectiveness of organiza-
tions, the competitiveness of enterprises, and the development of communities. 
TVET is labor market-oriented and anticipates and facilitates changes in the nature 
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and organization of work, including the emergence of new industries and occupa-
tions and scientific and technological advances. Through promoting entrepreneur-
ship, TVET supports self-employment and the growth of enterprises. (c) To promote 
social equity, TVET contributes to the equality of learning opportunities and 
 socioeconomic outcomes including gender equality. TVET creates attractive and 
relevant learning opportunities for populations of all social, economic, and cultural 
backgrounds. TVET is inclusive and does not tolerate any form of discrimination. 
TVET contributes to developing knowledge, skills, and competencies that promote 
responsible citizenship and democratic participation. (d) To promote environmental 
sustainability, TVET integrates principles of environmental sustainability and fos-
ters environmental responsibility through the promotion of a critical understanding 
of the relations between society and the environment so as to promote sustainable 
consumption and production patterns. TVET contributes to the development of 
knowledge, skills, and competencies for green occupations, economies, and societ-
ies. TVET contributes to the development of innovations and technological solu-
tions needed to address climate change and to preserve environmental integrity 
(UNESCO 2015a).

5.2  Actual UNESCO’S TVET Strategy 2016–2021

The development of the actual UNESCO strategy for TVET has taken into account 
the 2030 Agenda, the Education 2030 Framework for Action, the evaluation of the 
strategy for TVET (2010–2015), the Recommendation concerning TVET (2015), 
UNESCO’s analysis of global trends in TVET, and various consultations, such as 
the expert online meeting consultation that took place from September 22 2015 to 
October 3, 2015 organized by the UNESCO-UNEVOC International Centre and 
meetings of the Interagency Group on TVET on skills in the 2030 Agenda. The 
consultation and drafting process took place in coordination with the development 
of the Education 2030 Framework for Action (FFA). This is intended to ensure that 
the implementation of the strategy for TVET and the FFA will mutually address key 
TVET policy issues, in particular youth employment, decent work, entrepreneur-
ship, and lifelong learning.

The aim of the strategy is to support the efforts of member states to enhance the 
relevance of their TVET systems and to equip all youth and adults with the skills 
required for employment, decent work, entrepreneurship, and lifelong learning and 
to contribute to the implementation of the 2030 Agenda for Sustainable Development 
as a whole. It has three priority areas (UNESCO 2016):

5 TVET at UNESCO



69

5.2.1  Core Area 1: Fostering Youth Employment 
and Entrepreneurship

UNESCO raises awareness of one of the most significant problems facing econo-
mies and societies in today’s world, youth unemployment. UNESCO fosters TVET 
as a solution to youth unemployment as it can equip youth with the skills required 
to access the world of work, including skills for self-employment. TVET can also 
improve responsiveness to changing skill demands by companies and communities, 
increase productivity, and increase wage levels. TVET can reduce access barriers to 
the world of work, for example, through work-based learning and ensuring that 
skills gained are recognized and certified. TVET can also offer skills development 
opportunities for low-skilled people who are under- or unemployed, out-of-school 
youth, and individuals not in education, employment, and training (NEETs) 
(UNESCO 2016).

UNESCO will continue providing evidence-based and impact-oriented advice 
for interventions at the national level and through regional and global initiatives 
where appropriate. At the national level, UNESCO will support TVET policy 
reviews and policy development and in-depth analysis of specific priority areas, 
including funding. Additionally, UNESCO will support capacity building initiatives 
of national decision-makers and institutions responsible for the training of teaching 
of staff and managers. At the regional level, UNESCO will support the emergence 
of regional TVET agendas, peer learning, and knowledge sharing. At the global 
level, UNESCO will encourage and support multilateral initiatives and collabora-
tive activities that promote the transformation and attractiveness of TVET world-
wide as a contribution to youth employment, decent work, and entrepreneurship.

UNESCO will promote a whole-of-government approach to TVET transforma-
tions that foster youth employment and better connect and align relevant policy 
areas, including but not limited to education, employment, industrial and economic 
development, agriculture and rural development, health, and social policy.

UNESCO will focus on ways to create effective institutions and partnerships 
across governments and between agents and institutions involved in TVET at the 
national and local levels and will also focus support on the development of TVET 
leaders in ministries, agencies, and TVET institutions through the TVET Leadership 
Programme aiming at capacity building of TVET institutional leaders and heads of 
TVET teacher training institutions through the UNEVOC Center.

5.2.2  Core Area 2: Promoting Equity and Gender Equality

As a result of wider gender inequalities and stereotypes, TVET programs are often 
gender-biased, affecting the access to and participation of women in specific occu-
pational areas. This participation issue contributes to the perpetuation of gender 
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inequalities at work and in society at large, including for countries that have achieved 
parity of access.

UNESCO will aim to shed light on these issues and identify the most cost- 
effective policies to tackle them. The organization will support member states to 
define appropriate policy measures to promote equity in and through TVET to 
ensure all youth and adults, women and men, have equal opportunities to learn, 
develop, and enhance their knowledge, skills, and competencies and to address the 
great diversity of learning and training needs.

UNESCO will also provide policy advice and capacity development to member 
states to make TVET more accessible to all disadvantaged and vulnerable groups, 
including through investment in information and communication technologies 
(ICTs) as innovative means to widen access and participation rates.

UNESCO will work with concerned member states in improving skills develop-
ment in the informal sector and rural areas.

5.2.3  Core Area 3: Facilitating the Transition to Green 
Economies and Sustainable Societies

For all countries, climate change represents an urgent and potentially irreversible 
threat. All member states have priorities for transition to green economies and 
climate- resilient societies.

UNESCO will develop practical tools to assist member states in designing and 
implementing appropriate and effective strategies regarding the requirement, sup-
ply, and use of skills to achieve the expected development outcomes in priority areas 
such as health, water, sustainable industrialization and energy, agriculture and food 
safety, and security.

UNESCO will support member states in achieving a smooth transition to green 
economies and increase their capacities to meet their commitments to the Paris 
Agreement on climate change, adopted in December 2015.

5.3  UNESCO’S TVET Normative Instruments

UNESCO is responsible for monitoring the implementation of two normative 
instruments in the field of Technical and Vocational Education and Training, the 
1989 Convention on Technical and Vocational Education and the 2001 Revised 
Recommendation concerning Technical and Vocational Education (henceforth the 
2001 Revised Recommendation). The 1989 Convention was adopted by the 25th 
session of the General Conference (1989) 2 years after the International Congress 
on the Improvement and Development of TVET (Berlin, 1987). The 
Recommendation was originally adopted by the 12th session of the General 
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Conference of UNESCO (1962). It was revised in 1974 and again in 2001 at the 
31st session, following the Second International Congress on Technical and 
Vocational Education that took place in Seoul, (1999).

The General Conference decided at its 37th session in 2013 (37 C/Resolution 17) 
that the 2001 Revised Recommendation should be revised once more to reflect the 
new trends and issues in Technical and Vocational Education and Training. The final 
report of the Director General containing a draft text of the new Recommendation 
concerning TVET was communicated to member states on April 10, 2015 and 
approved by the General Conference at its 38th session in November 2015 
(UNESCO 2015b).

The new revision of the 2001 Revised Recommendations focuses its attention in 
five main following areas: (a) policies and governance, (b) quality and relevance, (c) 
monitoring and evaluation, (d) research and knowledge management, and (d) inter-
national cooperation (UNESCO 2015a).

Within the first area, related to policies and governance, in relation to the policy 
development, member states should (a) develop TVET policies; (b) guide, recog-
nize, and promote TVET in a lifelong learning framework; (c) raise public attrac-
tiveness of TVET; (d) expand TVET at secondary, post-secondary, and tertiary 
levels; (e) develop pathways that facilitate access of individuals to the TVET stud-
ies; and (f) support continuing training and professional development to adult 
learners.

As for the governance and regulatory framework, member states should (a) 
assume the primary responsibility of public policies’ strength, a regulatory frame-
work for TVET, and encourage stakeholder participations and partnerships, (b) 
facilitate interministerial coordination, and (c) establish governance models for 
TVET institutions supporting work-based learning.

In terms of social dialogue, private sector, and other stakeholder’s involvement, 
member states should (a) foster social partner’s participation to agreed labor market 
and education regulations, (b) increase private sector participation in TVET, and (c) 
engage with other stakeholders including NGO, TVET providers, staff, parents, 
youth, and others.

As for member states’ finance responsibilities, they should (a) set up measures 
involving all stakeholders incorporating innovative funding mechanisms, (b) estab-
lish forms of incentive and accountability mechanisms, and (c) have adequate fund-
ing for TVET institution operations.

To improve equity and access, member states should (a) ensure that youth and 
adults have equal opportunities to lead, (b) ensure quality education for all, (c) take 
measures against all forms of discrimination, and (d) make TVET more accessible 
to all disadvantage and vulnerable groups.

The second area is focused on quality and relevance. Member states should 
improve their learning processes by the following: (a) encouragement of new learn-
ing opportunities; (b) TVET should be holistic and develop transversal and entre-
preneurial skills; (c) promote work-based learning in its various forms, including 
in-service training, attachments, apprenticeships, and internships; (d) TVET in the 
informal economy should be promoted; (e) exploit the potential of information and 
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communication technologies in TVET; and (f) establish effective and appropriate 
assessment system.

As for TVET staff, member states should (a) ensure qualified and high-quality 
TVET staff through the development of policies and frameworks. Moreover in rela-
tion to the qualification systems and learning pathways, member states should (a) 
well-articulate outcome-based qualification frameworks or systems based on learn-
ing outcomes in consultation with stakeholders and based on identified needs 
including occupational standards; (b) promote systems for the recognition, 
 validation, and accreditation of knowledge, skills, and competencies acquired 
through nonformal and informal learning; and (c) promote the mutual recognition 
of qualifications at national, regional, and international levels, in relation to the 
mobility of learners and workers.

To ensure quality and quality assurance, member states should (a) foster an envi-
ronment for high-quality TVET, (b) establish a system for quality assurance in 
TVET based on participation by all relevant stakeholders, (c) seek to improve the 
leadership and management of TVET institutions, and (d) establish an appropriate 
legal framework for the regulation, registration, and monitoring of private TVET 
providers.

In order to improve the relevance to labor markets and the world of work, mem-
ber states should (a) support and facilitate transitions from education to the world of 
work, employment, and/or self-employment, (b) establish TVET and labor market 
information systems, and (c) identify and anticipate skills needed through public- 
private partnerships. To conclude to improve the information and guidance, member 
states should facilitate information and guidance to individuals.

The third area referred to monitoring and evaluation; member states should (a) 
evaluate TVET policies and programs, (b) develop appropriate tools and indicators 
for measuring the effectiveness and efficiency of TVET policies against agreed 
standards, and (c) include relevant stakeholders on the processes for monitoring and 
evaluating TVET.

The fourth area focused on research and knowledge management: member states 
should deepen the knowledge base for TVET through sustained investment in inter-
disciplinary research so as to develop new methodologies and understandings of 
TVET in its broad context and to inform TVET policies and decision-making.

To conclude, the last area which is international cooperation, member states 
should consider sharing knowledge, experiences, and promising practices, reinforce 
international TVET data collection, and make use of international and regional 
networks.

5.4  UNESCO-UNEVOC

The UNESCO-UNEVOC International Centre for Technical and Vocational 
Education and Training was established as a result of a decision taken by the 
UNESCO General Conference in 1999. It assists UNESCO’s member states 
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strengthen and upgrade their Technical and Vocational Education and Training 
(TVET) systems. It does so by providing capacity building and resource develop-
ment in view of promoting best and innovative practices in TVET for the world of 
work, as well as improving access to TVET, knowledge services, and online ser-
vices. UNESCO-UNEVOC particularly focuses on contributing to the overarching 
UNESCO goals in TVET. These are to help member states improve and integrate 
TVET as part of the global Education for All Campaign and also to assist in the 
alignment of TVET with the tenets of sustainable development goals 2015–2030 
(UN 2011).

UNESCO-UNEVOC undertakes its activities through a worldwide network of 
around 280 UNEVOC Centers in more than 165 countries. The UNEVOC Network 
is the only network of TVET institutions with a global outreach. It links and fosters 
interaction and learning among diverse institutions of TVET stakeholders around 
the world. The UNEVOC Network serves as a unique platform for South-South and 
North-South-South cooperation.

UNEVOC is a member of the Interagency Working Group on Entrepreneurship 
Education, created in 2012. This working group consists of representatives of ILO, 
UNESCO Headquarters, UNESCO-UNEVOC, GIZ and ETF, and guest members 
of bilateral organizations. It was established to promote entrepreneurship education 
at all levels and in all types of education and training through advocacy, networking, 
research, and the sharing of knowledge, materials, and good practice in order to 
contribute to the achievement of Education for All and the Millennium Development 
Goals (UNESCO 2012).
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Chapter 6
UNESCO’s TVET Project: Better 
Education for Africa’s Rise (BEAR)

6.1  Context and Background

During the last decade, UNESCO has been advocating for increase the support for 
TVET in member states and more particularly in the Southern African Development 
Community (SADC) region. With this respect, the Government of the Republic of 
Korea (ROK) decided in 2010 to support five selected SADC countries (Botswana, 
DR Congo, Malawi, Namibia, and Zambia) in the TVET sector through a new proj-
ect: Better Education for Africa’s Rise (BEAR). The project’s time frame is 2011–
2016, and the overall budget is 10 million USD (2 million USD for each country). 
Thus, a new type of development cooperation is being established, where a newly 
developed country shares its expertise in education. In this view, the Organization 
sees a unique opportunity to tie in with previous and ongoing cooperation with 
SADC and its member countries and in particular the comprehensive review of 
TVET provision conducted in 2010 (UNESCO 2011a).

Although TVET systems are divergent by country, the common framework for 
the BEAR project is determined by four key factors: (1) the SADC regional agenda; 
(2) the major building blocks that go into constructing any TVET system, gover-
nance, labor market, content (curriculum, certification, and quality), institution 
building, legislation, and finance; (3) the choice of project elements or themes that 
reflect both this architecture and the SADC Secretariat’s preoccupations (in particu-
lar the lack of data for sound decision-making); and (4) the specific reform initia-
tives in each of the five countries.

Therefore the project maintains its main focus on the Southern African 
Development Community (SADC) Regional Strategic Development Plan (SADC 
2003) that notes the importance of TVET for regional development, having as one 
of its goals “promoting educated and skilled society for regional integration and 
development and global competitiveness” (SADC 2003, p.  15), as well as the 
African Union’s 2007 TVET Strategy which confirmed the important role of TVET 
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in national development in order to “promote skills acquisition through competency- 
based training with proficiency testing for employment, sustainable livelihoods a 
need responsible citizenship” (African Union 2007, p. 27).

6.2  Overall Approach

In order to ensure involvement of all stakeholders concerned, UNESCO followed a 
participative design process involving national stakeholders and national experts. 
Moreover, UNESCO managed to create a close partnership with the SADC 
Secretariat and closely liaised with the potential beneficiary countries delegates to 
UNESCO. Field mission preparations were undertaken thereafter in collaboration 
with the National Commissions to UNESCO.

The consultation process started with a regional workshop in Gaborone, 
Botswana, conducted 21–22 March 2011. Representatives from the five selected 
countries, from SADC’s Secretariat, UNESCO’s Section for Technical and 
Vocational Education and Training, and the Republic of Korea, met. At this work-
shop, a briefing was provided to build a mutual understanding of the project and to 
receive inputs and comments. In addition to roundtable discussions with all repre-
sentatives, meetings with each country’s representatives were held to engage in fur-
ther dialogue on the countries’ needs, their situation regarding TVET, and the 
preparation of the field mission. The field missions to each of the countries directly 
followed in the weeks after this 2-day workshop. The missions were each under-
taken by a country expert team composed of one representative from UNESCO-HQ 
(two in the case of Botswana), one Korean expert, one international specialist, and 
one local expert. The missions’ purpose was to prepare a project feasibility report 
and a corresponding aide-memoires (Picture 6.1).

Picture 6.1 BEAR project consultation process
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The organization of the missions followed, among others, a five-step process that 
is intensively used by UN and UNESCO in the framework of its capacity building 
for education programs. Hence, the field mission worked with a view of (a) develop-
ing consultations, advocacy, and consensus building; (b) using a systematic approach 
for examining the key policy objectives and capacities and performance of TVET 
institutions and identifying key issues and problems to be addressed; (c) from 
 previous step identifying priority areas for intervention and capacity development; 
(d) formulating implementation modalities; as well as (e) elaborating, monitoring, 
and evaluating mechanisms (UNDP 2014).

The teams employed appropriate methods, techniques, and tools to collect infor-
mation and views/opinions from key stakeholders and to design a country project 
using particularly a logical framework approach. The situation at national and sec-
toral level was analyzed to identify problems, constraints, and opportunities which 
the project could address. Relevant project options were developed and then assessed 
for their feasibility and sustainability. Lessons learned from previous experiences 
and current initiatives were considered, and intensive consultation with beneficia-
ries and stakeholders was conducted (Fig. 6.1).
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Fig. 6.1 Implementation framework on curriculum development
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6.3  Project Design: Objectives and Key Features

In each of the five countries, the proposed project aims to contribute to the promo-
tion of a technical and vocational education and training (TVET) system that is 
relevant to the needs of the labor market and of individuals. The overall underpin-
ning strategy of each project is based on a two-pronged approach that addresses the 
urgent need to improve access to quality TVET (with a particular focus on, yet not 
limiting itself to youth access) in selected countries, while working toward the 
broader goal of developing national capacities for leading TVET reforms.

This strategy has been implemented through a series of institution building and 
direct assistance initiatives in support of the development of TVET programs and 
enabling the shaping of evidence-based TVET policies and programs (UNESCO- 
TVET 2012).

More specifically, the Better Education for Africa’s Rise (BEAR) project aims to 
(a) implement TVET sectoral programs in selected countries of the Southern African 
Development Community (SADC) region through public and private partnership 
and (b) improve the knowledge base and capacity of TVET systems to develop 
evidence-based TVET policies (Fig. 6.2).

The main direct target groups of the proposed capacity building activities are 
TVET policymakers, experts, and teaching staff in TVET institutions of the five 
beneficiary countries as well as young dropouts, unemployed, and in-school youth. 
This initiative will include gender equality and social dialogue as cross-cutting 
themes (UNESCO 2011b).

The impact at the system level is measured in terms of changes in TVET policies, 
institutions, and programs that result from the performance of the country projects. 
The human resources development investment of the five country projects on staff 

Fig. 6.2 Main goals of the implementation of the BEAR project
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of national and local institutions allow for replication of interventions, multiplying 
the number of young people to be outreached once the BEAR project is 
completed.

Capacity building activities will include staff of governments, employers’ orga-
nizations, employee organizations, and enterprises. The twin focus on systemic 
change and on training and capacity development of staff of institutions and agen-
cies responsible to design, monitor, and evaluate TVET policies and programs have 
a multiplier effect and, at the same time, ensure replicability and, therefore, sustain-
ability of interventions promoted by the project. At least 100 staff (including teach-
ers) of public and private organizations have participated in (and benefit from) 
project implementation in each country (500 staff for the five countries) (Fig. 6.3).

At beneficiaries’ level, the sectoral focus of national project has focused on ini-
tiatives targeting access of youth to new and/or updated TVET programs relevant to 
labor market and youth needs and organized closely with enterprises and local 
stakeholders. The project measures impact on young beneficiaries in terms of 
increased employment and quality of work. It is expected that at least 1000 youth 
(200 in each country) will benefit directly from the project through updated curri-
cula, trained teachers, improved infrastructure, guidance, and attachment to enter-
prises focusing on specific sectors selected for their potential of job growth 
(UNESCO 2011a).

The process of implementation, monitoring, and evaluation of the BEAR project 
is such that it also develops in a mechanism for examining developments of TVET 

Fig. 6.3 UNESCO’s target sector, scope, major components and an overview of the national coun-
terparts of the BEAR project in Botswana and Namibia are summarized on Fig. 6.3

6.3  Project Design: Objectives and Key Features
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systems in participating countries, engaging policy dialogue on the issues and chal-
lenges facing education, training, and employment in the SADC region. This has 
been further fostered, at regional level, through the partnership that has been estab-
lished between SADC and UNESCO.

Finally, demonstrating the effectiveness of the project approaches, in each coun-
try, has constituted an incentive for other donors to get involved in the TVET sector, 
forge partnerships, and pursue the application of similar approaches after project 
completion.

6.4  Implementation and Management Structure 
of the Project

The implementation of the project considered all actors and stakeholders taking part 
on it and has given clear roles in order to reach a common understanding and con-
sensus on how to better achieve the goal. The main actors during the project imple-
mentation are UNESCO HQ; UNESCO Field Office, Harare, Windhoek; national 
project officers for the BEAR project; and national major partners (steering com-
mittee); the duties and roles are the following ones:

 1. UNESCO-HQ: a) planning, monitoring and evaluation of activities; b) coodrina-
tion of Korean government support and donor agency’s engagement; c) coordi-
nating actions with the implementing partners.

 2. UNESCO Field Office: Harare. a) accountability of budgeting; b) report on 
financial management of the project.

 3. A focal point at the country level: the focal point, named national project officer 
(NPO) or project coordinator has beeen set up in the premises of D-TVET in the 
Ministry of Education and Skills Development in Botswana and in the Namibian 
Training Authority (NTA) in Namibia, which will respond well with the basic 
principles of the project (particularly better coordination and synergy between 
different stakeholders) and will guarantee that the interest of the various benefi-
ciaries, ministries and institutions will be taken into account.

The NPO has (a) direct access to the permanent secretaries of involved ministries, 
(b) an autonomous organizational structure and status, and (c) specific and fully 
dedicated operational capacities such as office facilities (including independent 
communication facilities) and dedicated office support staff in order to monitor 
everyday activities and to report on progress of the project (Picture 6.2).
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 4. National major partner(s):

 – A steering committee (SC) was created for country ownership and commit-
ment and has been composed of representatives from different ministries and 
organizations participating in the project: in the case of Botswana, the 
Ministry of Education and Skills Development; BOTA; the Ministry of Labor; 
the Ministry of Environment, Wildlife and Tourism; HRDAC (to be replaced 
by the Human Resource Development Council); Tourism Sector Committee; 
and the Hospitality and Tourism Association of Botswana (HATAB). In the 
case of Namibia, the key mandate of the committee is to plan the project 
implementation and mobilize beneficiary institutions and to mobilize 
resources for recurrent budgets in concerned institutions (Fig. 6.4). 

Picture 6.2 Capacity building workshop on curriculum development in DTVET, Gaborone, 
Botswana

6.4  Implementation and Management Structure of the Project
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6.5  Country Specificities: Botswana and Namibia

6.5.1  Botswana

6.5.1.1  Overall and Specific Objectives

The overall objective to which the project will contribute is that TVET programs be 
relevant to the skills needs of businesses and individuals.

The specific objective, for which the project will be fully accountable, given a 
number of assumptions is to enhance TVET system capacity to ensure employabil-
ity of students from formal TVET programs in the tourism sector.

The project is expected to have three results:

Result 1: Program delivery in the tourism sector is based on updated curricula 
developed with employers.

Result 2: Capacity of TVET trainers to deliver TVET programs in a competent man-
ner is enhanced.

Result 3: Capacity of TVET system to monitor and evaluate efficiency, effective-
ness, and equity is improved.

A set of activities are been carried out under each result.

• Under Result 1, six activities are foreseen in order to reach the expected result:

1.1  Identify skills needs in the tourism sector in consultation with the Tourism 
Sector Council.

1.2 Develop new standards, curricula, teaching, and learning materials.

Fig. 6.4 Implementation process and stakeholders’ responsibilities within the BEAR project
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1.3  Develop employers’ capacity to contribute to program design and 
implementation.

1.4 Provide necessary equipment and materials for program delivery.
1.5 Implement new curricula in courses for the tourism sector.
1.6  Capitalize the lessons learned from the demand-driven model to other 

sectors.

• Under Result 2, five activities are foreseen:

2.1  Review TVET trainers’ training curriculum to include industry experience 
and pedagogical and technical training.

2.2 Develop capacities to organize enterprise-based training for trainers.
2.3 Train administrators and trainers on how to deliver the new program.
2.4  Design a recognition of prior learning (RPL) route for experienced practitio-

ners to become trainers.
2.5  Plan, design, and implement open and distance learning modalities for pro-

fessional development of trainers in cooperation with the Botswana College 
of Distance and Open Learning (BOCODOL).

• Under Result 3, three activities are foreseen:

3.1 Develop a MIS together with HRDAC.
3.2 Train staff on data collection, processing, and analysis.
3.3 Run a pilot on data collection, processing, and analysis in tourism.

6.5.1.2  Beneficiaries and Principal Actors of the Project

The principal actors of the proposed BEAR project in Botswana will be TVET 
institutions and businesses located within one economic sector or skill area (as a 
pilot area). The economic sector will be the hospitality/tourism sector. The TVET 
institutions will be those concerned with teacher training (CTVE in Francistown 
under DTVET) and curriculum development (within DTVET, with a benefit for 
BOTA capacity). More specifically, Maun technical college and Francistown tech-
nical college have run the programs for tourism. Gaborone Technical College is 
planning to do so, for regular students and for students with learning difficulties/
disabilities. No program has been offered by brigades regarding tourism. 
Additionally, the Madirelo Training and Testing Centre under the Ministry of Labor 
and Home Affairs is planning to train in the form of upgrading workers from the 
hospitality industry. The Department of Wildlife under the Ministry of Tourism, 
Wildlife and Environment runs tour guide training courses in Maun. The businesses 
will be those that are directly involved in employing and possibly training and/or 
providing internships for the selected skills area. The principal actors are engaged 
with each other in the Sector Council of the Human Resources Development 
Advisory Council (UNESCO 2011a).

Beneficiaries of the BEAR project are individuals and businesses who acquire or 
employ people with useful, relevant skills and thus improve employability and pro-
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ductivity, respectively. The Sector Council under the HRDAC will benefit, as this 
may be the first project the Council engages itself in, offering a contribution to 
institution building (Picture 6.3).

The various players in TVET data collection and management information sys-
tems are beneficiaries of the project. The project aims to strengthen TVET monitor-
ing and evaluation by contributing to the development of a MIS, to data collection, 
and to staff training for the MIS. Currently, TVET data are collected by DTVET, 
MTTC, and BOTA, as well as by the EMIS unit within the Ministry of Education 
and Skills Development, in an uncoordinated and not always systematic manner. 
The project intends to work with all these players to collect data on all relevant 
indicators, including data on the impact of training (UNESCO 2011a).

6.5.1.3  Audit, Monitoring, and Evaluation

For each of the activities under the three results, the project has defined clear, and 
where possible quantifiable, outputs. These outputs were described in the project’s 
logical framework. Key indicators for overall objectives, project-specific objective, 
and results are included in the logical framework matrix. The project will fund regu-
lar monitoring two times per year.

Close monitoring of progress will allow the focal point and the PSC to use these 
indicators for a continuous assessment of project implementation. The focal point 
will provide three monthly progress reports to the project steering committee for 
approval. The focal point will also present annual progress reports as part of its 
annual work plans and budget proposals.

The project will fund regular monitoring two times per year to be led by 
UNESCO-HQ in coordination with UNESCO Harare Office. In addition, a midterm 

Picture 6.3 BEAR project student at the GTC in Botswana
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review will be carried out at the end of Year 3. A final evaluation at the end of the 
project will be carried out.

6.5.2  Namibia

6.5.2.1  Overall and Specific Objectives

The overall objective to which the project will contribute is as follows: TVET pro-
grams are relevant to the skills needs of businesses and individuals.

The specific objective, for which the project will be fully accountable, given a 
number of assumptions is to increase the numbers of appropriately trained VET 
personnel and gainfully engaged (employed or self-employed) in critical occupa-
tional areas for the construction sector.

The project is about to have three results:

Result 1: Program delivery in MQC&R sector is based on updated curricula and 
attractiveness for trainees that respond to the requirements of national and inter-
national standards.

Result 2: Capacity of VET trainers to deliver TVET programs in a competent man-
ner is enhanced.

Result 3: Overall VET system capacity is improved through applying lessons 
learned from the demand-driven model to other sectoral development.

A set of activities have been carried out under each result.

• Under Result 1, six activities are foreseen in order to reach the expected result:

1.1 Develop new standards, curricula, teaching, and learning materials.
1.2  Develop Industry Skills Committee (ISC) technical capacity to contribute to 

program design and implementation.
1.3 Produce and distribute training packages.
1.4 Implement the new qualifications for the sector.
1.5  Prepare and organize a nationwide Skills Development Olympics in con-

struction sector.
1.6  Procure needed CBET equipment and tools in preparation for a nationwide 

Skills Development Olympics.

• Under Result 2, five activities are foreseen:

2.1 Identify and upgrade VET trainers’ qualifications.
2.2 Facilitate industry attachments for VET trainers.
2.3 Train training centers managers on program delivery.
2.4  Design a recognition of prior learning (RPL) route for experienced practitio-

ners to become VET trainers.
2.5  Plan, design, and implement open and distance learning modalities for pro-

fessional development of VET trainers in cooperation with NAMCOL.

6.5  Country Specificities: Botswana and Namibia
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• Under Result 3, two activities are foreseen:

3.1  Capitalize the lessons learned from the demand-driven model to other sec-
toral development.

3.2 Develop national regulatory framework including funding for 
sustainability.

6.5.2.2  Beneficiaries and Principal Actors of the Project

The principal actors of the proposed BEAR project in Namibia are the NTA, VET 
institutions, VET trainers, and businesses from the construction sector. In fact, the 
construction sector is part of the overall mining, quarrying, construction, carpen-
try and resources (MQC&R) sector in Namibia. The businesses will be those that 
are directly involved in employing and possibly training and/or providing intern-
ships for this selected skills area.

Beneficiaries of the BEAR project are individuals and businesses, who acquire or 
employ people with useful, relevant skills and thus improve employability and pro-
ductivity, respectively. The Industry Skills Committee under the MQC&R will ben-
efit, as this may be the first project the Committee engages in and a contribution to 
institution building.

The various players in VET data collection and management information sys-
tems will be beneficiaries of the project. The project aims to strengthen VET trainers 
training and curriculum development as two key priority areas that the mission has 
identified. These require a close collaboration between NTA, VET institutions, and 

Picture 6.4 BEAR project student at Namwater, Namibia
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businesses (represented by the ISC), to render VET relevant both to individuals and 
businesses (Picture 6.4).

6.5.2.3  Audit, Monitoring, and Evaluation

For each of the activities under the three results, the project has defined clear, and 
where possible quantifiable, outputs. These outputs were described in the project’s 
logical framework. Key indicators for overall objectives, project-specific objective, 
and results are included in the logical framework matrix. The project will fund regu-
lar monitoring two times per year.

Close monitoring of progress will allow the focal point and the PSC to use these 
indicators for a continuous assessment of project implementation. The focal point 
will provide three monthly progress reports to the project steering committee for 
approval. The focal point will also present annual progress reports as part of its 
annual work plans and budget proposals.

The project will fund regular monitoring two times per year to be led by 
UNESCO-HQ in coordination with UNESCO’s Namibia Office. In addition, a mid-
term review will be carried out at the end of Year 3. A final evaluation at the end of 
the project will be carried out.
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Chapter 7
Contextualization of Botswana 
and Namibia as Member States 
of the Southern African Development 
Community (SADC)

7.1  Southern African Development Community (SADC)

7.1.1  SADC Goals, Principles, and Purpose

The Southern African Development Community (SADC) was established as a 
development coordinating conference (SADCC) in Lusaka, on April 1, 1980, and 
transformed into a development community in 1992. It is an intergovernmental 
organization whose goal is to promote sustainable and equitable economic growth 
and socioeconomic development through efficient productive systems, deeper coop-
eration and integration, good governance, and durable peace and security among 15 
Southern African member states: Angola, Botswana, the Democratic Republic of 
Congo, Lesotho, Madagascar, Malawi, Mauritius, Mozambique, Namibia, 
Seychelles, South Africa, Swaziland, United Republic of Tanzania, Zambia, and 
Zimbabwe (Africa Housing Finance Yearbook 2013) (Fig. 7.1).

The main objectives of Southern African Development Community (SADC), as 
stated at SADC treaty in 1992, are to achieve economic development, peace and 
security, and growth, alleviate poverty, enhance the standard and quality of life of 
the peoples of South Africa, support the socially disadvantaged through regional 
integration, and strengthen and consolidate the long-standing historical, social, and 
cultural affinities and links among the people of the region. These objectives are 
built on democratic principles: balance, equity, mutual benefit, and equitable and 
sustainable development. The regional integration covers five areas of work, which 
are: (1) trade, industry, finance and investment, (2) infrastructure and services, (3) 
food agriculture and natural resources, (4) social and human development and spe-
cial programs, and (5) policy planning and resource mobilization (SADC 1992).

The SADC Common Agenda, spelled out in Article 5 of the Treaty (as amended, 
2009), summarizes the key strategies and policies of the institution; it encapsulates 
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the Regional Indicative Strategic Development Plan (RISDP) and Strategic 
Indicative Plan for the Organ (SIPO) which highlight the main policies of the orga-
nization: (a) to promote sustainable and equitable economic growth and socioeco-
nomic development, (b) to promote common political values, and (c) to promote 
and consolidate democracy, peace, and security (SADC 2009).

7.1.1.1  Introduction to SADC Region and Education

The population in the SADC region was estimated at 257.7 million in 2012, accord-
ing to the World Bank; DR Congo has the largest population of 72 million. Thirty- 
nine percent of the total SADC population lives in urban areas (World Bank 2012).

The SADC region has the highest GDP per capita in the whole Africa; the collec-
tive GDP for the region in 2009 was US$471.1 billion. Nevertheless compared to 
other regional economies in the world is relatively low. Financially, all the SADC 
member states have their own financial systems which are completely independent 
and function as independent economies. Among them South Africa is the largest 
economy in Africa with 80% of the region’s GDP which dominates the regional econ-
omy. During the last years, since 2010, the GDP growth in the region was attributed 
to robust mining activities due to increased capital flows into the SADC region (Africa 
Housing Finance Yearbook 2013), meanwhile levels of inequality remain high. Some 
countries in the SADC regions are considered as the most unequal economies in the 

Fig. 7.1 SADC region
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world, where South Africa is at the top according to the FinScope data followed by 
other economies as Namibia, Angola, Lesotho, Botswana, and Zambia, for example, 
an estimation of 62%, 95%, 74%, and 97% of the people in Botswana, Malawi, 
Tanzania and Zambia, respectively, cannot afford a loan for housing purposes 
(Demirguc-Kunt and Klapper 2012). In the 2012 World Bank Doing Business Report 
from the 15 countries, only 3 improved their position in the World Bank’s Doing 
Business ranking. The region recognizes the work that it still needs to be achieved in 
reducing poverty and developing equal opportunities for all. There is a major number 
of illegal migration that continue to be a challenge for the SADC region.

The SADC population was 280.96 million in 2011, with a population growth rate 
of 2.68% on the same year (SADC 2011a). The adult literacy rate (15 years and 
older) in 2009 was 92.8%, and in 2009, 89.4% of the adult females and 94.7% of the 
adult males were literate (African Development Bank [AfDB] 2010). The regional 
average education expenditure on the SADC region as percentage on the GDP was 
5.6% in 2005 (Keevi et al. 2010) (Graph 7.1).

7.1.1.2  TVET in the SADC Region

The value of Technical and Vocational Education and Training (TVET) is clearly 
recognized in SADC’s work, which is governed by the SADC Protocol on Education 
and Training (1997), where TVET does receive important visibility. The Protocol 
attempted to increase the cross-border recognition through bilateral and multilateral 
agreements on its countries’ educational systems; at the same time, the SADC 
Technical Committee on Certification and Accreditation (TCCA), in order to 
respond to the diversity of education and training systems within the member states, 
tried to establish harmonization and standardization of education and training sys-
tems within the SADC region (SADC 2011b).
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The SADC Regional Indicative Strategic Development Plan ( 2003) also notes 
the importance of TVET for regional development, having as one of its goals: “pro-
moting educated and skilled society for regional integration and development and 
global competitiveness.” One area of particular focus within SADC regarding TVET 
has been the drive toward a set of national, and ultimately a regional, qualification 
frameworks (SADC 2003). Plans for a regional qualifications framework for 
Southern Africa date back to the Education and Training Protocol in 1997. This led 
to a planning document in 2005 entitled Towards a Southern African Development 
Community Qualifications Frameworks: Concept Paper and Implementation Plan 
(SADC 2005). Progress toward this goal was reviewed by SADC in 2010. SADC 
has also sought to encourage improved approaches to quality assurance of education 
(SADC 2003). SADC’s commitment to TVET revitalization is the driving force 
behind this assignment, but this SADC commitment needs to be in harmony with 
SADC’s ways of working. These require SADC to support national policy pro-
cesses rather than develop regional strategies that are intended to be binding on 
members. Thus, a SADC strategy for TVET must be grounded in national strategies 
(UNESCO 2013). Policy coherence among ministries in relation to TVET issues 
and employer involvement are two other weak factors among the SADC countries 
in relation to TVET.

TVET management information system (MIS) are often absent or weak. There 
are huge data gaps and weaknesses to make any monitoring exercise sustainable. It 
is difficult to see how TVET systems can be successfully transformed when there is 
a lack of feedback data at both institutional and national levels; such data are vital if 
policy making is to become more evidence based, but it is equally essential for 
regional cooperation that there be something of some substance to be shared 
between member states. The other component of an effective TVET knowledge 
system on the SADC region is research; with very few exceptions, regional govern-
ments lack internal capacity, either for the generation or analysis of research 
(UNESCO 2013).

7.1.1.2.1 Formal TVET Systems Within the SADC Education

There is a broad range of TVET systems within the SADC region, in the French- 
and Portuguese-speaking countries (DRC, Madagascar, Angola, Mozambique, and 
Mauritius). TVET commences after primary school as part of the secondary school 
program. Seychelles also offers enterprise education (TVET initiation) within the 
secondary school program. Other countries that commence TVET directly after pri-
mary school, but not within the secondary program, include Botswana, Lesotho, 
Malawi, Namibia, Swaziland, Zambia, and Zimbabwe. Tanzania is the only country 
that requires GCE equivalent (i.e., 11-year school preparation for TVET). In South 
Africa technical certificates are offered at the lowest level of education and training 
(equivalent to primary school level), and vocational certificates are available at lev-
els associated with secondary schooling. In Angola and DRC, there is no 
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postsecondary TVET. Others usually have three or four levels of TVET, extending 
beyond senior secondary school level (UNESCO 2013) (Graph 7.2).

Following the ISCED classifications, only 7 of the 15 SADC countries offer 
TVET qualifications at level 5B, higher-level TVET qualifications which in some 
cases is offered within universities.

7.1.1.2.2 Nonformal TVET Provision in the SADC

Nonformal TVET provision is provided mainly through community-based organi-
zations, which are largely subsidized by government or donor funded. Community- 
based nonformal provision is typically focused on survival skills for vulnerable 
sectors of society and has a significant presence in rural areas. This community- 
based form of TVET provision is focused on skills training, as well as entrepreneur-
ship under the autonomy of local communities. Adult education centers also provide 
basic vocational training, with a focus providing opportunities for upgrading quali-
fications (McGrath and Akoojee 2009).

The Botswana youth brigades have been extensively documented and represent 
a more formalized approach to nonformal TVET provision; this training is certified. 
The Namibian COSDECs were influenced by the Botswana model but continue to 
operate semiautonomously.

7.1.1.2.3 Open and Distance Learning for TVET

Open and distance learning (ODL) for TVET provision is starting to be developed 
in SADC countries. Six of the 13 SADC countries have open and distance learning 
policies. However, many of these policies are not new. Most ODL policies devel-
oped are based within higher education institutions. There is a clear limitation on 
the existing capacity to implement ODL programs (World Bank 1995).
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7.1.1.2.4 TVET Private Provision in the SADC

Most SADC countries have incomplete records of private TVET provision as infor-
mation management systems largely capture public TVET provision. Countries 
with TVET qualifications frameworks have relatively more information on private 
providers, but there are still significant gaps in the data. Private training provision 
mainly exists at the workplace in different countries. A serious factor affecting 
information on private provision is the lack of clarity on what constitutes private 
provision (Akoojee 2003).

7.1.1.2.5 TVET Sector Efficiency in SADC

It is not possible to make definitive statements on the efficiency of the TVET sector 
in SADC countries. This is primarily because of the poor quality of data available 
within national TVET systems. Data on public pass rates are incomplete and often 
only reported under one ministry.

There is often no data on pass rates and, when there is, it is typically incomplete. 
Pass rates by gender were largely incomplete and by NQF level were not available. 
Even where pass rates are available, it is not possible to compare these across coun-
tries as different data are reported on. For instance, data are presented for programs 
of different duration or level or not disaggregated enough to make this clear. 
Moreover, high pass rates are not unambiguously good as there is always a possibil-
ity that they reflect low institutional standards, even where competency-based 
approaches have been introduced (Johanson and Adams 2004).

7.1.1.2.6 TVET Funding on the SADC

TVET in SADC countries is mostly funded through government subsidies – which 
are the main contribution – student fees, employer fees, donations, and income gen-
eration activities by the providers. All formal public provision of TVET is funded 
by government through budget allocations to ministries. Graph 7.3 shows the pro-
portion of education budgets allocated to public TVET per country. Another more 
recent funding source is a skills levy based on a percentage tax of employer payroll, 
which primarily targets the private companies. Levy is set at 1% in Namibia, 
Malawi, and Zimbabwe; meanwhile in Botswana the levy paid is set at 0.2 to 0.25% 
of the company turnover (UNESCO 2013).

Seychelles allocates the highest percentage of its education budget to TVET pro-
vision, followed by Botswana, while Namibia is below the average expenditure 
(4.7%) with 2.9%. It should be mentioned that, government budgets for TVET pro-
vision are generally low in relation to other education sectors. Informal TVET pro-
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vision is not funded in a systematic way in the SADC region. In spite of an overall 
downturn in international support for TVET, there have continued to be significant 
international contributions to the funding of TVET in the SADC region. In Botswana, 
the European Union has been a major partner in providing funds for TVET capital 
infrastructure, technical assistance, and tracer studies. UNESCO, ILO, the World 
Bank, and the African Development Bank have also been active in technical assis-
tance studies, though these represent far smaller sources of funding.

7.1.1.2.7 Revitalization Process of the TVET System in the SADC

There is widespread and genuine commitment to improve the SADC region’s TVET 
systems and considerable evidence of positive developments that have taken place 
over a decade or more and which continue. All transformed TVET systems in the 
SADC in the region should look like, reflecting both international trends and the 
technical advice they have received from development partners, particularly the 
multilateral agencies (OECD/DAC 1972).

Key elements of a general model for reform can be found that feature a qualifica-
tions framework, quality assurance, policy coherence concerns, national governance 
reform, employer involvement, public provider governance reform, and a role for 
private sector providers. Additionally, several countries should also emphasize in 
other elements, such as decentralization, new funding arrangements, and new learn-
ing technologies (UNESCO 2013).
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7.2  Botswana (Fig. 7.2)

7.2.1  Context

The Republic of Botswana is located in Southern Africa; it is a country that covers 
an area of about 582,000sq.km2. It is bordered by South Africa to the south and the 
southeast, Namibia to the west and north, and Zimbabwe to the northeast; its north 
border with Zambia is defined by few hundred meters long. Formerly the British 
protectorate of Bechuanaland, Botswana adopted its new name after becoming 
independent within the Commonwealth on September 30, 1966 (Government of 
Botswana 2009a). More than four decades of uninterrupted civilian leadership, pro-
gressive social policies and significant capital investment have created one of the 
most stable economies in Africa (CIA 2014). The Okavango River, one of Southern 
Africa’s longest rivers, flows into the northwestern part of the country, forming the 
UNESCO World Heritage. The Kalahari Desert occupies more than 70% of the 
country (SADC 2012).

Botswana total population size is 2,024,904 persons with a density of 3.5 person 
per square kilometer as per 2011 Botswana Population and Housing Census 
(Government of Botswana 2014b). The population is concentrated in the eastern 
parts of the country due to the climate conditions, and around 10% of the population 
lives in the capital city Gaborone. Botswana’s population continues to increase at 
diminishing growth rates, where the annual population growth rate between 2001 
and 2011 is 1.9%. Botswana has one of the world’s highest rates of HIV/AIDS 
infection, but it also has one of Africa’s most comprehensive programs for dealing 
with the disease (World Bank 2014).

Botswana is a multiparty democracy, with elections held every 5 years. The pres-
ident is the Head of State. There are 16 administrative districts and associated coun-
cils, where the central government is represented. The national language is Setswana, 

Fig. 7.2 Botswana
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while English is the official language used in business; there are as well some indig-
enous languages spoken by different ethnic groups known as Batswana. The main 
religion followed by the population is Christianity; it coexist with a number of 
indigenous religions throughout the country.

Botswana is considered as one of the fastest-growing economies in the world, as 
its GDP per capita has change significantly, from US$70 per year in 1960s to a 
US$16,400 per year as of 2013 (World Bank 2014). The economy is highly domi-
nated by mining and mineral extraction activities, principally diamond; nevertheless 
tourism is an important growing sector due to the country’s conservation practice 
and large nature preserves (e.g., the Okavango Delta covers 16,800 km2). At least 
75% of the labor force is engaged in nonagricultural activities; beef processing 
accounts for about 80% of the livestock industry (CIA 2014).

In 2014, Botswana has been classified as medium human development country 
(UNDP 2014), ranked the 109 position over 185 on the Human Development Index 
(HDI)1 with a punctuation of 0.683 Botswana Inequality-adjusted Human 
Development Index (IHDI)2ranked in 2013 on the 99th position with 0.422 points.

Botswana is a member of the Southern African Development Community 
(SADC), the Southern African Customs Union (SACU), the Commonwealth of 
Nations, the United Nations, and the World Trade Organization (Government of 
Botswana 2009a).

7.2.2  Education

7.2.2.1  Botswana Ministry of Education and Skills Development

Since Botswana independence, education has been a key priority for the govern-
ment in terms of national and human development (Government of Botswana 
2009a). In the year 1966, at the time of independence of the country, the Education 
Law of Botswana came into existence (Government of Botswana 1966). Then the 
Revised National Policy on Education of 1994 emphasized that Botswana’s princi-
pal education goal is to produce a competent and productive workforce; the impor-
tance of investing in human capital and social development is highlighted. The 
National Policy was revised and updated to align it with achievement of the MDGs 
and Vision 2016. Education takes the highest priority to the Botswana government, 
as it states at Botswana Vision 2016 that “an informed and educated society would 
turn to a productive, prosperous and innovative society”(Government of Botswana 
1994; pp. 21).

1 The Human Development Index (HDI) is a composite statistic of life expectancy, education, and 
income indices used to rank countries into four tiers of human development, included in the United 
Nations Development Programme’s Human Development Report.
2 “The IHDI is the actual level of human development (accounting for inequality)” and “the HDI 
can be viewed as an index of ‘potential’ human development (or the maximum IHDI that could be 
achieved if there were no inequality).”
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The Ministry of Education and Skills Development (MoESD) has authority over 
all of Botswana’s educational structure except the University of Botswana (which 
was established 1st July 1982) and the responsibility for the overall growth in the 
number of students within the education system. The Ministry of Education and 
Skills Development spends around 30% of the public spending and 9.5% of the 
GDP on education in 2009 (CIA 2014).

The core objectives to carry out by the Ministry of Education and Skills 
Development are (a) to offer impartial admission and opportunity for training and 
education, (b) to escort the Human Resource Development in the country, and (c) to 
offer and guarantee value training and education (Botswana Federation of Trade 
Unions [BFTU] 2007).

7.2.2.2  Botswana Strategic Development Plan for Education

Since the independence all governments in Botswana have been concerned on the 
importance of having a long-term development planning; therefore different 
National Development Plans (NDP) have been elaborated and implemented since 
then, always with the aim of spreading Botswana national principles: democracy, 
development, self-reliance, and unity (Government of Botswana 2009a). The first 
NDP was implemented during 1968–1973 with one specific goal “to raise the stan-
dard of living of the people in Botswana” (National development plan 1968–1973, 
1968; pp. 12). The same commitment was reiterated in the subsequent plans, for 
example, the second NDP 1973–1978 that was focused on “achieving a systematic 
improvement in the overall standard of education, which is a fundamental prerequi-
site to attain high per capita productivity and, hence, income” (National develop-
ment plan 1970–1975, 1970; pp. 9). The goal of the latest National Development 
Plan numbered at 10 is “to sustained development, rapid economic growth, eco-
nomic independence and social justice” (National Development Plan 10, 2009; 
pp. 10a). The Tenth National Development Plan (NDP 10) represents the blueprint 
of Botswana National Vision, outlining the policies and aiming to achieve Vision 
2016 objectives during 2009–2016.

The Ministry of Finance and Development Planning (MFDP) is responsible to 
elaborate progressively National Development Plans (NDPs) that outline short- 
medium term initiatives for Botswana to develop and which includes Educational 
Strategic Plans. The current National Development Plan named NDP 10 is aligned 
with the Millennium Development Goals and covers a 7-year period (2009–2016) 
and finalize at the same time as the country’s long-term vision 2016 toward prosper-
ity for all which highlight the necessity to have “an educated and informed nation” 
(Government of Botswana 2011). The principles of democracy, development, dig-
nity, discipline, and delivery have been chosen to be the road map of NDP10 devel-
opment agenda and to the Vision 2016 goals (Government of Botswana 2009a).

Vision 2016 added new dimensions to the development concerns in Botswana and 
provides a blueprint for the country’s development path until the year 2016. The Vision 
outlines what Botswana aspires to be by 2016, the country’s aspirations as being a 
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nation that is “educated and informed,” “prosperous, productive and innovative,” 
“compassionate, just and caring,” “safe and secure,” “open, democratic and account-
able,” “moral and tolerant,” and “united and proud” (Government of Botswana 2009a).

The Vision recognized that it would be necessary “to manage population growth 
in Botswana if its people are to be adequately catered for in terms of education, 
health and service” (Government of Botswana 2011; pp. 23).

During NDP 9, government spending in education and training was about 30% 
of the annual budget. The education sector focused on increasing access and equity, 
improving the quality and relevance of education, and providing competent human 
resources necessary for achieving the nation’s economic diversification strategy. 
The sector’s key objectives included provision of universal 10-year basic education: 
increasing access to senior secondary education, expanding vocational and techni-
cal education and training, promoting lifelong learning, increasing access and 
equity at tertiary education level, and improving access to education services by 
children with special needs. As a result of the youth unemployment and the lack of 
opportunities for youth, the skills development program started. Quality assurance 
procedures were developed to coordinate the Botswana Vocational Training system, 
there were register an accredited the vocational institutions and the training ones in 
order to ensure the quality standard prescribed by the Vocational Training Act of 
1998. The Vocational Training Fund was created and provided grants for vocational 
skills development. In order to ensure sustainability of education provision, the 
ministry implemented cost-sharing and cost-saving measures during NDP 9. These 
measures included reintroduction of fees at secondary and tertiary levels (colleges) 
and extending sponsorship to local private tertiary institutions which were regis-
tered with the Tertiary Education Council (TEC).

Botswana National Development Plan 10 (2009) differs from previous plans as 
the Plan utilizes the Integrated Development Planning (IDP) approach, which is an 
essential part of the Integrated Results-Based Management (IRBM) framework. 
The IDP approach maps out the national development priorities, providing a struc-
tured and systematic road map for all development. The NDP 10 goal, arising from 
the Vision 2016 pillar of an educated and informed nation, is to provide an adequate 
supply of qualified, productive, and competitive human resources. The associated 
Millennium Development Goal (MDG) is to achieve Universal Primary Education 
by 2015 (MDG 2).

Through the successive National Development Plans, the importance of develop-
ing Botswana’s human resource capacity through education has been always the top 
priority.

7.2.2.3  The Influence of International Organizations on the Educational 
Development in Botswana

The education sector in Botswana has been also influenced by international organi-
zations over the history of the country (Meyer et al. 1993). The effective use of the 
foreign assistance and expatriate workers is regarded as one of the major 

7.2  Botswana



100

contributing factors for its national development. Therefore, the educational devel-
opment in Botswana cannot be explored without contributions of those international 
agencies.

There have been various donors in education sector since its independence: 
USAID (United States Agency for International Development), ODA (British 
Overseas Development Agency), SIDA (Swedish International Development 
Authority), GTZ (German Agency for Technical Cooperation), the World Bank, 
UNESCO, UNICEF, and AIDAB (Australian International Development Assistance 
Bureau).

However, there are studies revealing that the pursuit of international assistance in 
the Botswana education sector does not mean any weakness in the national institu-
tion in education sector. According to the study of Meyer et al. (1993), it is con-
firmed that the parents and students have their eagerness to reach an international 
standards of education. Hence, politicians and government authority ask to the 
international agencies first to bring modern educational philosophy and 
methodology.

Meyer et al. (1993) find it is the special feature because the international educa-
tion standard was not imposed by foreign hegemonic or political powers, but 
Botswana found attraction points of the international standards for themselves. 
Hopkin (1994) scrutinizes characteristics of the Botswana educational authority in 
collaborating with foreign development agencies, in an effort to identify “peculiar-
ity” of the Botswana government in its capacity and working habit. He concludes 
that the Botswana education ministry has a high level of leadership in collaborating 
with the foreign agencies, saying that:

In utilizing the aid offered it has demonstrated the determination to incorporate  it into its 
own developmental plans; thereby ensuring that both the deployment  of the aid and the 
outcomes are ‘owned’ by Botswana. (Hopkin 1994; pp. 37)

Meyer also points out some weaknesses of the Botswana education authority 
associated with the foreign partners. The Botswana government failed to find skilled 
and experienced officials and professionals to operate some development coopera-
tion projects. This indicates that the Botswana’s manpower development do not 
match with its economic development. There are warnings on a failure of the gov-
ernment officials to handle newly emerging problems in education sector, as the 
education problems become a complex social issue requesting more than quantita-
tive expansion.

Despite such an ambivalent reputation on its strength in cooperating with the 
foreign agencies, there is a general consensus among the foreign agencies working 
in Botswana that the Botswana government usually organizes well-coordinated 
effort in planning and implementing cooperation projects (Hermans 1974; Whitfield 
and Fraser 2010). Also, it is confirmed that the Botswana government strategically 
utilizes foreign aid and cooperation for its problem solving, as Hopkin mentioned 
the aid that has been given to date has helped the country to get where it wishes to 
go more quickly (Hopkin 1994).
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7.2.2.4  Education System in Botswana

Botswana has shown an outstanding advancement in providing better access and 
quality education to its population, after attaining independence in 1966. The struc-
ture of the education systems is similar to other anglophone countries of the sub- 
Saharan region. The structure consists of 7 years of primary education, 5 years of 
secondary education, and 5 years of tertiary education. In 2012 at primary level, 
there were 337,206 primary students and 12,785 teachers in Botswana. In 2000 the 
public spending on Botswana education was about 9.1% of the GDP; girls and boys 
have equal access to education (Government of Botswana 2013). There was an 
increase in literacy rates from 68% in 1993/1994 to 83% in 2007/2008. The major 
challenge constitutes the student dropout in school especially in remote areas; in 
2003 desertion constitute the 84% of primary school dropouts and 50% of second-
ary school dropouts (Government of Botswana 2009b).

Primary and Secondary education was free in Botswana since 1987 (until 2005). 
The situation changed when the Botswana government decided to introduce new 
fees. Five percent of the total operating costs were reintroduced for children whose 
parents could afford such fees; this decision was approved by the parliament on 
October 2005; therefore schools feels were reintroduced by 2006. According to the 
new law, students at junior secondary school will pay 300 pula (54US$) per year, 
while the fees for senior secondary school will be 450 pula (81US$) per year (Jeffrey 
Jensen Arnett 2007). Those households earning less than P1,200 per month or who 
had fewer than 50 cattle or 100 calves or 250 goats or sheep were exempted from 
paying school fees. In the 2007/2008 financial year, the ministry collected P46 mil-
lion through this process (Government of Botswana 2009a, b).

The main objectives of the national education system in Botswana are (a) to 
highlight science and technology in the educational system, (b) to hoist the stan-
dards of education at all the levels, (c) to offer lifelong education to every section of 
the society, and (d) to attain competence in progress of education (Government of 
Botswana 2011).

In 2001, the education system of Botswana was restructured. This new system 
includes 7 years of primary education, 3 years of junior secondary education, and 2 
years of senior secondary education (Maps of World 2014). Each year at the pri-
mary level is named standard, and each secondary level is a form. The compulsory 
basic education is completed after 10 years and leads to a Junior Certificate qualifi-
cation after completion; after that, the school population that attends to a further 2 
years of secondary schooling led to be awarded the Botswana General Certificate of 
Education (BGCSE). After completing school, students can take vocational training 
courses, attend to technical colleges in the country, or enter to the university.

In relation to the inclusive education, within the Botswana first policy on educa-
tion in 1977, the education system makes minimal provision for children with dis-
abilities; nevertheless, in 1993, the Revised National Policy on Education (RNPE) 
was formulated and approved by the National Assembly as white paper (Government 
of Botswana 1994) was a list of specific provisions for the education of all children 
including those with disabilities to ensure equal education opportunities for all citi-
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zens of Botswana, to prepare children with special educational needs for social 
integration in ordinary schools with their peers, and to ensure the support and active 
participation of the children’s parents (Tables 7.1 and 7.2).

7.2.2.4.1 Preschool

Early childhood care and development (ECCD) education in Botswana is provided 
by civil society organizations, including the private sector, which implies lower 
participation rates. However, the government provides substantial support in the 
form of policy direction, grants, teacher training, and teaching materials to NGOs 
and community-based organizations (CBOs) involved in this type of education.

Prior to 1977 the development of early childhood education was not guided by any 
policy direction, but it was provided in various forms by day care centers run by vol-
untary organizations such as the Red Cross. Since then, there has been a large increase 
in different kinds of early childhood care provisions. During 1980 it was established 
a multi-sectoral Reference Committee on early childhood that developed an opera-
tional guidelines to supervise the activities implemented by the  daycare centers 
(UNESCO 2000).

Table 7.2 Education pathways in relation to the age

Student age 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22
Educational 
pathways

Pre-
primary 
(2 years)

Primary (7 years) Secondary Tertiary

National 
literacy 
program

Adult basic 
education

Junior 
secondary 
school 
(3 years)

Senior 
secondary

Tertiary 
institutions

Vocational 
training

Source: UNESCO-IBE (2010). World Data on Education. Botswana

Table 7.1 Education levels in Botswana

Education School level
Grade 
from

Grade 
to

Age 
from

Age 
to Years Notes

Primary Primary school 1 7 6 12 7
Secondary Junior 

secondary 
school

8 10 13 15 3 10 years of Primary 
School Leaving 
Examination (PSLE)

Secondary Senior 
secondary 
education

11 12 16 18 2 Botswana General 
Certificate of Secondary 
Examination (BGCSE)

Vocational Vocational 
education

Tertiary University University of Botswana

Source: Table elaborated with data from Education Database (2014)
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The government was committed to prepare a comprehensive policy on preschool 
education within the National Development Plan 7, 1991–1997 (Government of 
Botswana 1991). The strategy has not been fully implemented. Nevertheless the 
government is committed with the Recommendation included at the RNPE which 
stated that “universal access to pre-primary education should be achieved within 25 
years with immediate commencement of its implementation” at the Recommendation 
7, RNPE, (Government of Botswana 1994). Meanwhile a multi-sectoral approach to 
the provision of ECCD is necessary especially for targeting children of disadvan-
taged groups.

7.2.2.4.2 Primary Education

Botswana has achieved universal access to primary education, with a 100% total 
enrolment ratio for males and females in 2012 (Government of Botswana 2013) 
which provides a strong basis for the higher goal of 10 years of basic education. The 
primary education program starts at the age of six; lessons are taught in Setswana 
and English at schools. In order to achieve the governmental goal of being literate 
first in Setswana, this is the instructional language during the first 4 years of primary 
school. The program ends with Standard VII, when passing successfully the exami-
nation process named the Primary School Leaving Examination ending with the 
junior certificate examination.

In 2012, 337.206 primary students were registered on the 812 primary schools 
countrywide, of which 92.7% were government owned and 7.3% are privately 
owned. In 2012, the population of female school going age (6–12  years) were 
140,815, while females was 143,227 showing a Gender Parity Index (GPI) of 0.98 
which is an indication that the population of males age 6 to 12 years are more than 
their female counterparts. (Government of Botswana 2013).

From 2003–2012, the estimated Net Enrolment Rate (NER) for children aged 
6–12 was consistently above 85%, reaching almost 93% in 2012 (UNESCO 2015a). 
Over the same period, the gross enrolment ratio (GER) of the age group 6–12 shows 
a positive increase of 4.5% points higher than the net enrolment rate (NER), due to 
the fact that some pupils start school late and because of some dropouts. In 2012, 
the net primary enrollment rate for children aged 6–12 was 93.1%, and the rate for 
children aged 7–13 was 88.6% (Government of Botswana 2013). There has been an 
increase on primary school dropouts between 2011 and 2012 from 3026 to 3239 
(7.0% increase); generally more males drop out of school than females. The Ministry 
of Education and Skills Development has introduced the Back-to-School Initiative 
which aims at giving all students who dropped out of the school a second chance to 
be readmitted into the school system (Government of Botswana 2014a; b).

Access to education has improved over the time. In 2002, 98.2% of all pupils at 
Standard 7 progressed to junior secondary. In order to maintain efficiency in the 
primary school system, extra investment should be made toward programs geared 
toward encouraging remote populations to remain in school Recommendation 15 of 
the RNPE calls for this kind of action (UNESCO 2000).
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In relation to the quality of education, the Department of Primary Education in 
Botswana is in charge of the assessment and administration of all the primary 
schools of the country. The average pupil-teacher ratio in Botswana’s primary pub-
lic school was estimated at 25.42 in 2009; meanwhile the ratio at the private schools 
is 16 (Government of Botswana 2013).

The pupil-teacher ratio is below the National Development Plan target of 30 
pupils per class. The quality of primary school teachers normally is measured by the 
percentage of teachers who have the required academic qualification and the per-
centage of teachers who are certified to teach according to national standards in 
Botswana. In 2012, 75% of primary school teachers were female; of these 90.1% 
were trained teachers. About 89, 4% of all teachers were trained and employed on 
permanent basis (UNESCO 2000).

7.2.2.4.3 Secondary Education

Botswana secondary education is not free and not compulsory. It has two levels: 
Form I to III corresponding to the 3-year junior secondary program and Form IV to 
V related to the 2-year senior secondary program. In 1996 junior secondary level 
was expanded in order to enhance the preparation to vocational training from 2 to 
3 years in relation to the governmental revision of the system in 1994; it added dif-
ferent items into the academic subjects. In January 2006, Botswana announced the 
reintroduction of secondary school fees (BBC 2006).

There has been an increase of 2.5% on the number of secondary schools, from 
276 in 2008 to 283 in 2012. Out of the 283 schools, government schools constituted 
84.0% of all secondary schools in the country; the other two types of secondary 
schools are government aided and privately owned schools (UNESCO 2015a). In 
2012 secondary school enrolment was at 172,669, secondary students with a female 
enrolment of 51.7%, and 48.3% for males (UNESCO 2015a). Government schools 
enrolled 92.3% of them. The secondary enrolment trend from 2006–2012 has had a 
gradual increase, from 164,201 students in 2006 to 172,669 students in 2012. The 
theoretical age for secondary school (Form I to Form V) is 13–17 years. However, 
the ratios for 14–18 years are usually present. On one hand the Gross Enrolment 
Ratio for age group 13–17 years increased from 77.3% in 2002 to 81.2% in 2012 
showing an increase of 3.9% over 10 years; there was slight decrease in GER (13–
17 years) from 84.1% in 2008 and 2009 to 84.3% 2011and further decline to 81.2% 
in 2012. On the other hand, the net enrolment ratio for students aged 13–17 years 
increased from 58.8% to 64.2% over the 10-year period. Furthermore, statistics 
show that since 2002, there has been an increase in access to secondary education 
over a decade (Government of Botswana 2014a; b).

Although the education policy outlines that each child should go through 10 years 
of basic education, since 2000, the transition rates from primary school (Standard 7) 
to lower secondary level (From I) have been above 96.0%. On the other hand, the 
transition rates from lower (Form III) to upper secondary (Form IV) range from 
52.8% in 2000 to 63.8% in 2012. In relation to the dropout ratios, 25.5% of second-
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ary school students who dropped out of school in 2012 were doing Form I, followed 
by 25% doing Form II and 24.2%, respectively (UNESCO 2015a). The students 
who dropped out at Form VI constitute 0.5 and 0.1%, respectively (Government of 
Botswana 2014a, b). In relation to the quality of education associated to teacher 
training, 46.9% of teachers hold a diploma on secondary education, 23.3% of teach-
ers have been trained in bachelor of education degree, and 1.3% has master of edu-
cation. More than half of the secondary school teachers were aged between 30 and 
39 years.

7.2.2.4.4 Higher Education

 – University Programs: the University College of Botswana was part of the 
Regional University of Botswana, Lesotho, and Swaziland until 1975; after that 
period Botswana and Swaziland developed as a joint university until 1982 when 
the two institutions were established separately. Botswana University is not 
under the control of the government; there is no intervention of the state and the 
management of the university, and all concerning issues related to it are con-
trolled by the autonomous body of the university. Its mission is to provide the 
intellectual strength to the academic and human resource capability of the coun-
try and also of the global population. There is an associate institution to the 
University of Botswana which is the Botswana College of Agriculture. The con-
struction of the second national university is nowadays finalized in 2011, named 
the Botswana International University of Science and Technology (BIUST). 
There are as well numerous private tertiary education institutions around the 
country.

The University of Botswana teaches 15,484 students where 14,093 of them are 
undergraduate students and 1445 are postgraduate students. The administration staff 
consist of 2658 people. The endowment of this public university is Pulas334 million 
(US$50million). The campuses are located on Gaborone, Francistown, and Maun. 
The streams of studies taught include business, engineering and technology, educa-
tion, medical education, science, social science, and humanities (University of 
Botswana 2015).

The Botswana College of Agriculture (BCA), located in Gaborone, was estab-
lished by the Act N. 9 on May 31, 1991 by the Parliament of Botswana.

Botswana International University of Science and Technology, located in 
Palapye, was established by the Act of 2005. The enrolment at this public university 
started in March 2011, and it caters for 1000–3000 students.

The University of Botswana is the hub of higher education for the students of 
Botswana after the senior secondary education. The students, who on the final 
examination of their senior secondary courses receive first or second class, can 
apply to get admission at the University of Botswana (Bailey et al. 2012).

 – Non-University Vocational Training is provided at government Vocational 
Training Centers (VTCs). Enrollment is open to Botswana’s employed and 
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unemployed citizens. These centers are strategically located in development 
areas, which have diversified major industrial and commercial infrastructures. 
VTCs offer short courses during the day, evening, and weekends for full-time 
trainees and apprentices. Courses include mechanical, automotive, textile, com-
puting, construction, electrical, commercial trades, and hotel/catering. The VTCs 
emphasize the importance of practical training and experience. The programs 
require apprentices to spend 3 months at a VTC and 9 months at job training 
supervised by the Ministry of Labor and Home Affairs (Government of Botswana 
2009b).

7.2.3  TVET in Botswana

Initially, since the independence the Botswana TVET system was left aside under 
the enthusiasm by the government on reinforcing primary and higher education to 
secure basic and higher level workforce. This trend was reflected on the First 
National Commission on Education (NCE) in 1977, called “Education for Kagisano” 
(Education for Social Justice). However, with the growing concerns on its economic 
downturn unemployment problem, the political attention shifted specifically into 
the TVET sector. During the decade of 1990, the government of Botswana made a 
great effort in promoting its TVET system by enhancing and suggesting basic edu-
cational policy directions and relevant TVET education strategies. That is why in 
1993, the second NCE stressed the need to promote the TVET sector for its national 
economic development. The Revised National Policy on Education (RNPE), devel-
oped in 1994, looked at vocational education and training as crucial to the country’s 
transition from a traditional agro-based to an industrialized economy, and it had an 
immense impact on the development of National Policy on Vocational Education 
and Training in 1997.

The NPVET was developed under the supervision of both the Ministry of 
Education and Skills Development (MoE&SD) and the Ministry of Labor and 
Home Affairs (MLHA), with the objective to place vocational education and train-
ing at the same level as academic education and to “integrate the different types of 
vocational education and training into one comprehensive system” (Government of 
Botswana 1997). The 1997 Vocation Education and Training Policy clearly stated 
the need to make TVET more accessible and equitable and to develop more flexible 
curriculum and teaching and learning methodologies.

Historically, Botswana’s National Development Plans (NDPs) describe precisely 
the national strategic planning for achieving national goals. NDP 10 (2009–2016) 
that coincide with the national Vision’s horizon aims “to continue to improve access 
to high quality technical and vocational education and training (TVET), with a view 
to producing a competent, innovative and internationally competitive National 
Human Resource with ability to contribute to the socio-economic and technological 
advancement of the country, the creation of employment, the reduction of inequity 
and engaging those affected by poverty” (Government of Botswana 2009). The 
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overall goal for education, including TVET, is in line with the Vision to provide 
accessible, equitable quality education. NDP10 aims at three TVET outcomes: 
improved vocational and technical skills, employability, and an adequate supply of 
skills (Government of Botswana 2009, pp. 108). A multi-sectoral approach will be 
used in increasing opportunities for education and training. The stakeholders will 
include the ministries, finance, and development planning and the directorate of 
public service management, as well as the private sector, development partners, and 
nongovernmental organizations. Consequently, the TVET system formation in 
Botswana is in an evolutionary phase under the influence of international collabora-
tors and internal reflections by various stakeholders.

7.2.3.1  TVET Historical Evolution in Botswana

7.2.3.1.1 The Brigades Movement (Postcolonial Times)

After the independence, the government of Botswana tried to expand basic educa-
tion; at that time TVET sector was relatively marginalized. Most of the high skilled 
positions within the government were filled with expatriate workers, filling the 
skills gap effectively.

The Brigades Movement was designed to contribute to the social problem caused 
by youth unemployment of school leavers and primary school graduates, at that 
time of the 1960s and 1970s (Ulin 1974). It was initiated by an individual named 
Patrick van Rensburg, an expatriate from South Africa. Hence, the Brigades 
Movement was the community-based post-primary school, which started with the 
establishment of Serowe Builder’s Brigade (Rensburg 1978). It was not just a school 
due to its adoption of “learning to produce” concept. Students were workers them-
selves who provided selling products. Teachers were managers and trainers teach-
ing students while making products (Molwane 1993). Therefore, one of the 
objectives of running this school was “cost recovery” for the further operation of the 
school. Rensburg clearly mentioned about the social goal of the movement:

This lack of opportunity is primarily a consequence of inadequate resources: but it is also 
the result of the concentration of the available resources in providing a high standard of 
education and training, in an essentially non-productive way, exclusively to a chosen few, 
in the formal system of education and trade schools. (Rensburg 1987; pp. 5)

The main reason for establishing the brigades was laid on the issue of productiv-
ity, financing, and relevance of education, which was the recurrent issue in its own 
history of education. It was also a community-based movement, not searching for 
the solution from the central government, thus adopting a self-reliance model. The 
brigades were not just schools but operated as a community center dealing with 
various community issues.

On the other hand, the Brigades Movement was a good policy measure to respond 
to the public complaints caused by a limited opportunity for further education after 
students finished their primary education. The government actively promoted the 
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brigades to accept more students into the secondary education level. Because of its 
cost recovery nature, the government was able to easily expand its school facilities 
with a help of the Brigades Movement without spending much money on it 
(Hinchliffe 1990).

As the industry was developed, the competitiveness of the brigades also decreased. 
They could not compete with the private enterprises, and there were a number of 
problems in operating the brigades (Yezo 2013). Also, there had a clear limitation in 
maintaining its initial motives as it was a kind of imposed model from the outside by 
the expatriate, van Rensburg (Henderson 1974). In this ground, the central govern-
ment, who secured enough budgets from its mining industry, started taking over the 
brigades from its local communities (Mupimpila and Narayana 2009).

7.2.3.1.2 The German Dual System

An introduction of the German dual system was initiated in the late 1980s. The 
German partner GTZ promoted its dual system, which was designed to train stu-
dents in workplaces in Botswana. The dual system had a very high reputation around 
the world, because it was considered as a panacea in that it successfully combined a 
school-based theoretical learning with an industry-based practical learning 
(Barabasch et al. 2009).

However, according to Wilson (2000), among many countries who tried to repli-
cate the system, it was only Singapore that was considered to be successful. It was 
because the dual system required cooperative and well coordinated industrial part-
ners who recognized the value of education and training for the social development. 
Botswana also failed in its adoption of the German dual system due to its weak 
industrial base at that time.

7.2.3.1.3 Modernization Drive for TVET

The government of Botswana focused its attention to the TVET system once the 
universal primary education was achieved in 1990s. The major problem was that 
though the country provided the universal basic education – including 7 years of 
primary and 2 years of junior secondary – an employment rate of the graduates 
stayed low (Tabulawa 2011). The government realized it might require another solu-
tion for this conundrum, thus introducing a modernized TVET system. This recog-
nition was reflected in the second NEC report in 1993 (Vlaardingerbroek 1999). It 
emphasized renovation of its TVET system and vocationalization of general sec-
ondary education (UNESCO 2001). Based on this national education policy direc-
tion, the first ever National Policy on Vocational Education was announced in 1997 
with a close collaboration between the MoESD and the MLHA (Mutula et al. 2004). 
These policy papers recommended the expansion and upgrade of the TVET system 
while pointing out the deficiency of the industry-based training. This provided 
major mandate and rationale to start the BTEP by the DTVET under the MoESD.
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7.2.3.1.4 BTEP (Botswana Technical Education Program) by the DTVET

The BTEP was introduced with the influence of the modernization drive during the 
1990s and the problems of adopting German dual system. The BTEP was developed 
by the Botswana MoESD in 1997 with a close partnership with industry and the 
SQA, whose actual implementation initiated only in 2001 (Richardson 2009). The 
managing authority was the DTVET under the MoESD, and they were provided 
with a technical assistance of the SQA, which dispatched experts who could support 
developing curriculum components and quality assurance systems according to the 
contract with the DTVET. Each and every curriculum developed with the qualifica-
tion blueprint of BTEP was designed to be administered by the DTVET, and then its 
quality was assured by the Quality Assurance and Assessment Unit (QAA) and 
finally endorsed by the SQA in Scotland (DTVET 2009). It was so-called outcome- 
based modularized TVET program and also pursued a flexible delivery mode with 
the distance education in specific qualifications (Odora 2010).

The BTEP is comprised of the qualifications with four levels: foundation, certifi-
cate, advanced certificate, and diploma. Each of them provides varying components 
such as key skills, electives, mandatory, work experience, etc. It also provides spe-
cific contents to teach by suggesting unit specifications which illuminate unit title, 
learning outcome, performance criteria, evidence requirements, etc. (Baliyan and 
Baliyan 2013). Thus, with all these components, the BTEP seeks to provide a qual-
ity TVET program with employable skills. The BTEP includes an institutional com-
ponent called Quality Assurance and Assessment Unit (QAA). The BTEP programs 
and its units are required to be validated and evaluated by the QAA’s quality assur-
ance system. Thus, the QAA was established under the MoESD when the BTEP 
was introduced by the SQA. It is designed to control validation and evaluation pro-
cess, which used to be supported by the SQA technical assistance based on rigid 
manuals.

Given the brief sketch above on the developmental history of TVET in Botswana, 
it is noted that there has been recurrent issues of promoting TVET. The first issue is 
the “relevance of the education.” During the colonial period, Botswana people 
wanted the education reform to have a vocationalized curriculum, because they 
thought the life skill was required for a daily production. This issue echoed in the 
other TVET reforms during the postcolonial period. The other one is a youth unem-
ployment problem.

The Brigades Movement was widely accepted and promoted as it was recog-
nized as an alternative measure to solve the problem of youth unemployment. The 
modernization drive of TVET in 1990s was also triggered by the concern on its 
increasing youth unemployment though it completed the universal basic 
education.

However, from the 1990s, there has been a growing demand on upgrading its 
technical level. As its industry grew, the industrial stakeholders requested the gov-
ernment to provide skilled labor to meet the industrial demand. Also the globaliza-
tion trend and the emergence of the knowledge society required a high standard 

7.2  Botswana



110

workforce to compete against the other countries. It means the modernization drive 
in the 1990s in Botswana symbolizes the start of new era in its TVET history.

Lastly, it should be noted that the development of TVET in Botswana cannot be 
understood without the contribution and intervention of the foreign influence. The 
Brigades Movement was initiated by the expatriate who brought the idea of 
Europeans, and the following German dual system was transferred from the 
Germany through the GTZ. Even after its modernization drive, the Botswana gov-
ernment actively sought for the foreign partners to borrow their system and experi-
ence. It means that the TVET history of Botswana is the history of educational 
policy borrowing, as it has never stood alone in pushing for its TVET reform.

7.2.3.2  Actual TVET System in Botswana (Formal, Nonformal, 
and Informal)

Botswana TVET system is divided into two sections: (1) the MoESD which led 
institution-based training and (2) the Minister of Labor and Home Affairs (MLHA) 
which led industry-based training. According to Eichhorst et al. (2012), the world 
TVET practice can be classified into three types: (a) school-based, (2) dual system, 
and (3) informal training.

There are several major players providing vocational education and training in 
the country such as government, parastatal organizations, the private sector, and the 
communities. The Ministry of Labor and Home Affairs and the Ministry of 
Education share the responsibility for the provision of skill level training. Within 
MoESD, DTVET controls polytechnics, national technical colleges, and community- 
based brigades. The MLHA controls the BOTA (Botswana Training Authority), the 
Madirelo Training and Testing Centre (MTTC), the Auto Trades Training Centre, 
the Roads Training Centre and the Construction Industry Trust Fund (Akoojee et al. 
2005; Modise et al. 2007). Such a separation has hindered to organize a nationally 
unified TVET policy and its effective implementation. The BOTA is established to 
unify the fragmented policy frame, but still it doesn’t seem to be on the right track 
(Masisi 2004).

7.2.3.2.1 Formal TVET System

Students can enter TVET programs after either 10 or 12 years of academic educa-
tion. Those joining after 10 years normally enter an artisan program, while those 
entering after 12 years join a technician program.

The brigades offer three levels of training: (a) trade certificate training programs, 
which leads to a National Craft Certificate (NCC) in 17 trades; (b) skills certificate 
training programs, designed for school leavers who prefer a vocational career or desire 
to embark on entrepreneurship; and (c) informal training programs, or short- duration 
courses, to provide self-reliance which do not lead to certification. In 2008, the bri-
gades enrolled over 6000 students (Swartland 2008) among the 41 existing brigades.
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In 1997, the government established the first government technical colleges 
(TCs), formerly called Vocational Training Centers (VTCs), alongside the numer-
ous private vocational training institutions that had emerged earlier. They admit 
both junior and senior secondary school leavers. Actually there are seven technical 
colleges, which provide both full- and part-time second level training, leading to a 
National Craft Certificate (NCC). The TCs also run 2-year full-time courses to 
cover the first 2 years of the apprenticeship scheme as well as a number of short- 
term, part-time, and evening courses. Nevertheless, access to vocational education 
and training was very limited. Enrollment data indicate that less than 10% of all 
secondary school leavers have access to some form of vocational education and 
training. Mobility between vocational education and training and academic 
 education was minimal as many of the vocational training qualifications were not 
recognized as minimum entry qualification to higher level training within the aca-
demic system (MLHF 2007).

In 2001, in order to improve the access and the quality of TVET, the Department 
of Technical and Vocational Education and Training (DTVET) launched the BTEP 
program that was developed and has been implemented in cooperation with the 
employers and the industry. It consists of 17 vocational areas and is being offered at 
4 different levels: foundation, certificate, advanced certificate, and diploma. 
Following nationwide consultation with stakeholders, it was decided to make entre-
preneurship education an integral part of every BTEP course.

Since the last decade, many private institutions have been registered and accred-
ited by the Botswana Training Authority (BOTA) in order to provide Formal 
Technical and Vocational Training, which has increased access to this type of 
education.

7.2.3.2.2 Nonformal and Informal TVET System

Although Botswana does not have any lifelong learning strategy, it duly recognizes 
its importance through several education policies and National Development Plans, 
among others the Revised National Policy on Education (1994), the National 
Development Plan 9 of 2003–2007, and Botswana’s Vision 2016. The government 
is fully aware of the potential for recognition of skills and knowledge possessed by 
people without formal education or who are unemployed and is expecting the 
National Qualifications Framework (NQF) to help in assessing individuals who 
have learned through nonconventional modes (Steenekamp and Singh 2011). For 
the moment, the validation, recognition, and accreditation of nonformal and infor-
mal learning are conducted and endorsed by Botswana Training Authority. 
Nonformal and informal learners are assessed and given credits based on the evi-
dence of their competence.

Little information is available about the providers of informal and nonformal 
TVET education in Botswana. The brigades have included in their program an 
informal training, which does not lead to any certification. The Botswana College of 
Distance Education and Open Learning (BODOCOL) was established by the 
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Revised National Policy Education (RNPE) to deliver vocational education and 
training on a nonformal basis (AfDB/OECD 2008).

Some accredited centers, like Madirelo Training and Testing Centre (MTTC) and 
the Department of Out-of-School Education (DOSET) within the MoE&SD, offer 
technical and vocational programs to out-of-school learners. For instance, a skills 
Development Training Program was developed by DOSET for out-of-school chil-
dren, over the age of 16, in order to provide them with vocational and entrepreneur-
ship skills.

7.2.3.3  TVET Governance Structure in Botswana

The Ministry of Education and Skills Development is responsible of the proper 
functioning of the TVET system. The Vocational Training Act initially assigned 
responsibility for policy formulation and strategic planning for TVET to the 
Ministry of Labor and Home Affairs. In 2000 it was created the Botswana Training 
Authority (BOTA) as the statutory body to coordinate and implement TVET policy 
into a comprehensive system. For ensuring that Botswana has “a responsive, com-
prehensive and coordinated education system,” BOTA was transferred to the 
Ministry of Education and Skills Development in 2010, which will become a full 
statutory council (BOTA 2010).

BOTA’s mission is to accredit, register, and monitor both public and private train-
ing institutions in accordance with the needs of the learners and the industry, through 
the development of standards, quality assurance, policy advice, and evaluation. The 
board of BOTA comprises representatives of government, employer and employee 
organizations, and private training institutions. BOTA has also the mandate to 
develop the Botswana National Vocational Qualifications Frameworks (BNVQF).

The Department of Technical and Vocational Education and Training (DTVET) 
is responsible for the planning and implementation of all institutional-based voca-
tional programs  – (1) technical and vocational education and (2) apprenticeship 
skills training – provided through the government vocational training centers and 
the brigades. There are five areas of work under the umbrella of DTVET: (a) Policy 
and Development; (b) Program Development and Delivery; (c) Human Resource 
Management and Development; (d) Brigades Development; and (e) Departmental 
Management.

The Botswana Technical Education Programs (BTEP) provided by the technical 
colleges is developed by the Program Development and Delivery Unit of the DVET, 
in consultation with the industry and the employers.

7.2.3.4  National TVET Legislation

In 2000, the government of Botswana enacted The Vocational Training Act, which 
led to the establishment of the Botswana Training Authority (BOTA) in 2008, and 
also the Tertiary Education Act. The Tertiary Education Act led to the formation of 
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the Tertiary Education Council (TEC) in order to meet the recommendations of the 
NPVET. Later on the Department of Vocational Education and Training (DVET), 
which became the DTVET after the inclusion of Training, was created under the 
Ministry of Education and Skills Development (Ministry of Labor and Home Affairs 
2007).

As mentioned above, in 2008, the government of Botswana approved the Training 
Act (Government of Botswana 2008) where it was established the Botswana 
Training Authority (BOTA) with three principal mandates: (a) coordinate vocational 
training activities in order to achieve better integration and harmonization of the 
vocational training system being developed; (b) monitor and evaluate the 
 performance of the vocational training system being developed in order to ensure 
the successful performance of all training activities; and (c) advise on policy-related 
issues of vocational training. Within the development of the NDP 10 in 2009, the 
Botswana Technical Education Program (BTEP) included expanded diploma level 
programs in key skills of communication, personal and interpersonal skills, infor-
mation technology, entrepreneurship, and problem solving to promote economic 
diversification. It was also identified as a challenge of a lack of curriculum align-
ment of franchise programs offered by some institutions, over which they had little 
control. Lack of teaching qualifications for vocational trainers was also found to be 
a weakness.

7.2.3.5  Financing TVET in Botswana

The provision of vocational education and training is very expensive not only for 
government but also for all providers of such training. The costs are considerably 
higher than unit costs of many other sectors of the educational system such as pri-
mary and secondary education (MLHF 2007).

TVET in Botswana is funded in four major areas: (1) the main provision of skills 
programs by TVET institutions is mainly financed by the government’s budget. The 
Ministry of Education and Skills Development (MoE&SD) is the main financial 
supporter, followed by the Ministries of Labor and Home Affairs (MLHF), Ministries 
of Health (MOH), Ministries of Agriculture (MOA), and Ministries of Transport 
and Communications (MTC). In some cases, the institutions can also partly finance 
their programs through their own training units. (2) A levy system for Vocational 
Training was introduced by the Minister of Labor and Home Affairs. The amount of 
the levy is based on the annual turnover of Botswana companies registered under 
the Vocational Training Fund, entirely managed by BOTA under the responsibility 
of the Ministry of Education and Skills Development. (3) The construction and 
expansion of public TVET institutions’ facilities are funded by the government’s 
development budgets for capital investments as well as by the government’s col-
laborating partners, notably the European Union, except where it entails private 
tertiary education institutions. (4) Technical assistance are provided through the 
support of governmental collaborating partners, like the European Union, UNESCO, 
the World Bank, ILO, the African Development Bank (AfDB), etc.
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Given the emphasis the training policy places on increased access and quality of 
training, it is likely that substantial resources will be needed. The policy direction 
for financing of vocational education and training should therefore provide for 
broadening the funding base to generate more resources.

7.2.3.6  Gender Equality in TVET

Within vocational training in Botswana, there is a gender disparity as recognized by 
BOTA that in 2012, 68% of these 3280 registered trainers were males (UNESCO- 
UNEVOC 2012).

7.2.3.7  Relation of Botswana Governmental Agencies and UNESCO

There are two institutions that take part with the UNESCO work on the field of 
TVET through the UNEVOC center. These two institutions are the Ministry of 
Education and Sustainable Development and Botswana Training Authority.

7.3  Namibia (Fig. 7.3)

7.3.1  Context

Namibia is a country that covers 825,615 km2. It is located on Africa’s south- western 
seaboard, bordered by Angola to the north, Botswana and Zimbabwe to the east, to 
South Africa to the south, and by the Atlantic Ocean to the west. On March 21, 

Fig. 7.3 Namibia

7 Contextualization of Botswana and Namibia as Member States of the Southern…



115

1990, Namibia became the last colonized country in sub-Saharan Africa to be inde-
pendent (World Bank 2009). In 1884/1885 during the Congo Conference in Berlin, 
Namibia became a German colony known as “Deutsch-Südwestafrika.” In 1915, 
during the First World War, the German army surrendered against the South African 
army and became a mandated territory of South Africa in 1920. In 1966 United 
Nations – in the capacity of the League of Nation’s successor – withdrew the man-
date, but the South African government continued illegally administrating the terri-
tory as its fifth province. The nation’s first free elections drove Namibia into 
independence in 1990 (Konrad-Adenauer-Stiftung 2015).

Namibia is the driest country in sub-Saharan Africa, with deserts occupying 
much of the country; the Namib Desert is considered the world’s oldest desert with 
approximately 81,000 square kilometers, and less than 5% of the country is arable. 
Namibia’s population continues to grow at a 0.67% annually (World Bank 2009).

Namibia enjoys political stability, and a multiparty system is in place. General, 
presidential, regional, and local elections are held every 5 years. The president is 
elected by popular vote. The bicameral legislature consists on the National Assembly 
with 72 seats elected by popular vote and 6 nonvoting members that are appointed 
by the president, and the National Council, with 26 seats and is comparable to a 
senate (AfDB/OECD 2008).

Namibian total population size is 2,127,013 persons according to the Namibian 
Labour Force Survey (Namibia Statistics Agency 2015) with an urban density of 
38.4% (CIA 2015). The adult prevalence rate of HIV/AIDS is 13.3% ranking num-
ber six in the world on 2012 (CIA 2015).

English is the national official language, while African is the common spoken 
language. German is also a representative spoken language, spoken by 32% of the 
population; meanwhile some indigenous languages are spoken by different ethnic 
groups (CIA 2015). Namibia is a secular state, but over 90% of the population is 
Christian; it coexists with a several indigenous religions throughout the country.

The judiciary in Namibia is independent. The courts’ structure is made up of a 
three-tier hierarchy: the Supreme Court, the High Court, and the Lower Courts.

Namibia is economically dependent on the Republic of South Africa. About half 
of the population lives on subsistence farming, even though this sector conforms 
one tenth of the GDP.  Mining and processing of minerals is another important 
industry; Namibia is the fourth largest producer of uranium in the world. Mining 
accounts for 11.5% of GDP but provides more than 50% of foreign exchange earn-
ings. Tourism also offers tremendous potential for growth. Despite the comparably 
high income per capita for this region which is 8,200US$ in 2013 (the fifth-highest 
per capita income), the wealth distribution is extremely uneven; Namibia holds one 
of the world’s most unequal income distribution, as shown by a 59.7 GINI coeffi-
cient (CIA 2015). In 2014, Namibia was classified as medium human development 
country ranking the 127 position over 185 on the Human Development Index with 
a punctuation of 0.626. Namibia Inequality-Adjusted Human Development Index 
(IHDI) ranked in 2013 the 115th position with a score of 0.352 (UNDP 2014).
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In September 1993, Namibia introduced its own currency, the Namibian dollar 
(N$). It is linked to and on par with the South African rand (ZAR), which is also 
legal tender in Namibia.

Namibia is a member of the Southern African Development Community (SADC), 
the Southern African Customs Union (SACU), the Commonwealth of Nations, the 
United Nations, the World Trade Organization, and the Organization of African 
Unity.

7.3.2  Education

7.3.2.1  Namibian Ministry of Education

At the time of Namibian independency on March 21, 1990, education in the country 
was best characterized by its fragmentation along racial and ethnic lines. Through 
the policy of apartheid, separate education systems (for whites, coloreds, and 
blacks) were established characterized by inequalities in the allocation of resources, 
thereby depriving many Namibians of the right to education (AfDB/OECD 2007). 
The unequal access to education and training at all levels of the education system, 
the inefficiency in terms of low progression and achievement rates, the irrelevance 
of the curriculum and teacher education programs to the needs and aspirations of 
individuals and the nation, and the lack of democratic participation within the edu-
cation and training system were the main characteristics of Namibian education 
system right after the independency (Ministry of Education 2012).

Moreover, teachers, parents, administrators, and workers were largely excluded 
from the decision-making process in education. There was also an extremely 
unequal financial resource allocation in education based on the 11 ethnic authority 
systems which were operational before independence (IBE 2010). Soon after inde-
pendence a wide-scale educational reforms that ensured inclusive, fair, and learner- 
centered education sector took place in order to create a unified education system. 
A policy directive entitled, “Towards Education for All: A Development Brief for 
Education, Culture and Training” was adopted, highlighting four development goals 
of access, equality, quality, and democracy to guide the education provision in the 
country (Government of the Republic of Namibia 2002). The educational expendi-
ture in Namibia increased between 20 and 25% of the government budget and edu-
cation policies target a lifelong learning approach (Government of the Republic of 
Namibia 2004a).

The reform process in the Ministries of Education was immediately followed by 
the introduction of a standardized curriculum in the secondary phase followed by 
the reform of primary education. The implementation of the Education Act No. 16 
of 2001 took democracy and school governance a step further by bringing in national 
educational advisory councils, formalizing the role of the school boards and the 
regional education forums (Government of the Republic of Namibia 2002).
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The actual Ministry of Education was formed in March 2005 by the combination 
of the two former ministries, the Ministry of Basic Education, Sport, and Culture 
and the Ministry of Higher Education, Training, and Employment.

The ministry’s mission statement is “To provide all Namibian residents with 
equitable access to quality education programs to develop the abilities of individu-
als to acquire the knowledge, understanding, skills, values and attitudes required 
throughout their lifetimes” (Ministry of Education 2012. pp. 12).

7.3.2.2  Namibian Strategic Development Plan for Education

The Namibian government, since its independence, adopted planning as a manage-
ment tool to help ensure effective decision-making on the national development 
process. Therefore, 5-year development plans began subsequently to be developed. 
The first one, named NDP1, was developed for the period 1995–2000. Nowadays 
Namibia’s development agenda is reflected in “Vision 2030” adopted in June 2004 
which mainstreams the vision of “a prosperous and industrialized Namibia, devel-
oped by its human resources, enjoying peace, harmony and political stability” 
(Government of the Republic of Namibia 2004a, b; pp.  54) through eight broad 
objectives. Therefore, Vision 2030 ensures that all young men and women in 
Namibia are given opportunities for development through education and training 
and ensure that they are well equipped with appropriate skills, abilities, and atti-
tudes (Government of the Republic of Namibia 2004a; b) (Fig. 7.4).

The 5-year “National Development Plans” (NDPs) are the primary implementa-
tion tool for Vision 2030. NDP2 covers the period 2001–2006; NDP3 covers 2007–
2012 with “Accelerating Economic Development through deepening Rural 
Development” as the overarching theme. A large part of the plan will be informed 
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Fig. 7.4 Namibian historical strategic development framework
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by a human resource that needs identification exercise, ensuring a match between 
supply and increased demand for a knowledge-based and technology-driven nation. 
NDP3 will also focus on addressing youth unemployment (Government of the 
Republic of Namibia 2007).

The Ministry of Education Strategic Plan (ETSIP) recommends the development 
of a National Lifelong Learning Policy for Namibia that will create a culture where 
all Namibians have the desire and the opportunity to continuously develop their 
knowledge and skills, thus enhancing their quality of life of all people (Government 
of the Republic of Namibia 2004a).

The development of the Lifelong Learning Education Policy is in line with the 
Ministry of Education mission statement. “We in partnership with our stakeholders, 
are committed to provide all Namibian residents with equitable access to quality 
education programs to develop their abilities of individuals acquire the knowledge, 
understanding, skills, values and attitudes required throughout their lifetimes” 
(Ndjoze-Siririka 2003; pp.  143). Through this Lifelong Learning Approach, the 
government recognizes that knowledge acquisition cannot be confined to time or 
place. Learning should not be confined to childhood and should also take place 
throughout one life and in different settings or environments. Learning is a continu-
ous ongoing process. The Ministry of Education is convinced that the country would 
be able to address developmental challenges such as unemployment, poverty, social 
inequalities, and HIV/AIDS.

In 2006, a 15-year strategic plan (2005/2006–2020) referred to as the “Education 
and Training Sector Improvement Program (ETSIP),” which is a comprehensive 
reformation of the education and training sector, was launched by the Ministry of 
Education to strengthen the quality, effectiveness, and efficiency of education and 
training system in the country. This plan is premised on the realization that a weak 
education and training system cannot facilitate the attainment of the national devel-
opment goals (Ministry of Education 2007).

As part of its ETSIP, the Namibian MoE has outlined the following strategic 
objectives: (a) strengthen institutional capacity of tertiary education, (b) enhance 
relevance and responsiveness of tertiary education, (c) improve the quality and 
effectiveness of tertiary education and training system, (d) improve equitable access 
to higher education and lifelong learning, and (e) mobilize financial resources and 
use them efficiently (Ministry of Education 2012).

A consultative process was followed in the drafting of the policy, and existing 
government policies and legislative documents were reviewed. Learning providers, 
employers, the Namibia qualifications authority, nongovernmental organizations, 
private sector, and trade unions were among the key stakeholders consulted. A con-
sultative forum with all stakeholders to review the draft policy document is in the 
pipeline before final submission to the minister and cabinet for approval. The draft 
policy document expressed the need to establish a Lifelong Learning Forum among 
all key stakeholders from the various sectors.
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7.3.2.3  The Influence of International Organizations on the Educational 
Development in Namibia

External development assistance provided by international organizations, as well as 
donor countries, has been guided historically by Namibian national development 
priorities and geared toward institutional and human resources, capacity building, 
poverty reduction, employment creation, and income-generating activities (UNDP 
2014). There are further 11 multilateral organizations and 21 nongovernment orga-
nizations, although some of these NGOs are operating on behalf of their national 
governments. In total the international community has disbursed USD 2.4 billion 
within the period from 1990 to 2004 in official development assistance (ODA) in 
support of Namibia’s development (Hynes and Scott 2013). The grants provided by 
development partners have represented 5% of Namibian GDP/p.a (European 
Commission 2014).

As stated in Namibian Vision 2030, “Development cooperation is strong and is 
based largely on trade and mutual exchange of opportunities.” “External assistance, 
serves to improve the status of all groups, promotes environmental sustainability, 
revives and sustains economic growth and supports the development of rural areas 
and the provision of essential services” (Government of the Republic of Namibia 
2004a, b; pp.  21). Development cooperation also promotes democracy, human 
rights, good governance, participatory development, transparency, and accountabil-
ity. Namibia is not aid-dependent country. According to Vision 2030, nowadays the 
main priority of development cooperation remains poverty reduction through eco-
nomic growth. About 50% of the development assistance has gone to finance human 
resources development and social sectors (potable water, housing, and sanitation). 
Some 17% of the aid resources were invested in the natural resources sectors (agri-
culture, forestry, and fisheries), while 16% went to transport and communication 
sectors. The rest were invested in administration (development) and regional devel-
opment. Development cooperation with all friendly nations is strong and is based 
largely on trade and mutual exchange of opportunities. Dependency on foreign 
development aid is eliminated. Peaceful negotiation with other countries is achieved 
(Government of the Republic of Namibia 2004b).

Historically, the main donors in Namibia have been the European Union and the 
World Bank through sector-wide support. The education and Training Sector 
Improvement Program (ETSIP) aimed to increase educational investment in previ-
ously disadvantaged areas and communities. The ETSIP was Namibia’s response to 
the enormous challenges faced by the education sector. This program was the first 
fully fledged sector-wide approach (SWAp) elaborated in Namibia cocoordinating 
the contributions of all ministries, agencies, and donors involved in the education 
sector. The program cost about N$2.4b over 5 years (2007/2008–2010/2011) (ETSIP 
2006). Through ETSIP, the 10th EDF is also contributing directly to the develop-
ment of information and communication technology (ICT) in Namibia. ETSIP aims 
to ensure the provision of good quality skilled labor, through the establishment of 
knowledge and innovation system, the improvement of the quality of general and 
higher education, and the creation of greater opportunities for lifelong learning.
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7.3.2.3.1 The European Union

Since independence and even before, the European communities have supported a 
wide range of projects in many different sectors contributing to Namibia’s develop-
ment and political emancipation. The relations between the European Union (EU) 
and Namibia are based on Article 1 of the African, Caribbean, and Pacific (ACP)-EU 
Partnership Agreement, which aims at preparing an interregional association 
between the EU and Africa. The agreement was signed in Cotonou on June 23, 2000 
and revised in Luxembourg on June 25, 2005. Namibia has made good progress and 
has reached the status of “Upper Middle Income country” (European Commission 
2014). The EU (European Commission and member states) has provided 72% of 
total development assistance that has been received in Namibia.

The first Namibian Country Strategy Paper and National Indicative Paper (CSP/
NIP) for the 7th EDF between the European Commission (EC) and Namibia was 
signed in March 1992. At that time the government of the Republic of Namibia and 
the EC agreed to concentrate on three priority areas: agriculture/rural development, 
health, and human resources.

The overall objective of European Commission support, under the 10th EDF, 
remains to support and complement government’s effort to reduce poverty as speci-
fied in the Vision 2030, the 1998 Poverty Reduction Plan, and the third National 
Development Plan (NDP3). The support under the 10th European Development 
Fund (EDF10) retains the priority areas: Human Resource Development and Rural 
Development (CSP/NIP 2007). The future NIP, under the 11th EDF and covering 
the period 2014–2020, is fully aligned with Namibia’s 4th National Development 
Plan. The EU will continue its budgetary support to the education sector with a 
focus on pre-primary education and early childhood development, as well as the 
new field of vocational training.

7.3.2.3.2 The World Bank

A last very special feature of Namibia’s education development is that the country 
has so far opted not to borrow from the World Bank, judging that it is cheaper and 
more satisfactory to borrow on the domestic capital market.

As a result, Namibia has been free from the sometimes all-pervasive influence of 
the World Bank as lead donor, within the education sector. Besides that the Bank 
Group has financed historically 24 public sector loans and grants and 1 private sec-
tor loan for a total of 310 million US dollars. The transport sector has been the larg-
est recipient of bank financing with a share of 85%, followed by finance (7%) and 
the social sector (6%) (SARC 2014).
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7.3.2.3.3 The German International Cooperation (GIZ)

German’s assistance agency named “rendered through the Deutsche Gesellschaft 
für Internationale Zusammenarbeit” (GIZ) and “Kreditanstalt für Wiederaufbau” 
(KfW). GIZ focuses on the management of natural resources, transport, and sustain-
able economic development and provides technical assistance in the fields of basic 
education and health. KfW provides assistance in energy, transport, water, educa-
tion, and health. MCC’s support focuses on education, tourism, health, and live-
stock. GTZ has provided funding for the construction of the Windhoek Vocational 
Training Centre, which complements the COSDEC component of MCC funding 
(Millennium Challenge Corporation 2008).

7.3.2.3.4 The Canadian International Development Agency

The Canadian International Development Agency (CIDA) is supporting the 
Community Skills Development Foundation (COSDEF) to establish a Centre of 
Excellence that produces skilled and semi-skilled community workers for environ-
mentally sustainable (self) employment in tourism-related occupations. These 
efforts are part of CIDA’s “Skills for Employment” initiative, whose first round was 
started in 2009 and comprises a total investment of C$22.3 million to support nine 
countries in Africa (Government of Canada 2009).

7.3.2.3.5 UNESCO – UNEVOC

UNESCO played a substantial role in the reform and securing support for Namibia’s 
education and training system during the 1990s including support for TVET via 
UNEVOC which began in 1992.

7.3.2.4  Education System in Namibia

The Namibian Education System is under the responsibility of the Ministry of 
Education, which is divided into four main departments: (a) Schools and Formal 
Education; (b) Policy and Administration; (c) Lifelong Learning; and (d) Tertiary 
Education, Science, and Technology. The Department of Schools and Formal 
Education is formed by three directorates: firstly the national examinations and 
assessments, secondly the program and quality assurance, and thirdly the national 
institute for educational development (IBE 2010).

The National Institute for Educational Development (NIED) was established in 
1990  in order to ensure that the education system in the country was developed 
according to people’s educational needs. The NIED designs, develops, and evalu-
ates curricula for schools and teacher education, introducing approaches to teaching 
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and learning; this institution comprises two divisions: curriculum research and 
development and professional and resource development.

The Namibia Qualification Authority (NQA) established in late 1996 is respon-
sible for quality assurance, the accreditation process, the evaluation of qualifica-
tions, and standard-setting procedures. NQA is now a directorate of the Ministry of 
Education, under the Department of Lifelong Learning which also included the 
directorates of adult education and vocational education and training. The NQA is 
committed to the promotion of quality education and training in Namibia through 
the development and management of a comprehensive and flexible National 
Qualification Framework (NQF).

Quality is also promoted by the NQA through the accreditation of education and 
training providers in Namibia and their courses.

Higher education was under the responsibility of the Ministry of Higher Education. 
The Directorate of Vocational Education and Training, under the Department of 
Lifelong Learning in Ministry of Education, is responsible for the Vocational 
Training Centers and the Community Skills Development Centers (IBE 2010).

National Qualification Framework (NQF) Quality is also promoted by the NQA 
through the accreditation of education and training providers in Namibia and their 
courses. The NQA has the following main obligations: to set up and administer a 
National Qualification Framework: set the occupational standards for any occupa-
tion, set occupational standards, benchmark acceptable performance norms, and 
evaluate and recognize competencies learnt outside formal education.

The Directorate of Vocational Education and Training, under the Department of 
Lifelong Learning in the Ministry of Education, is responsible for the Vocational 
Training Centers and the Community Skills Development Centers (IBE 2010).

In Article 20 of the Republic of Namibia’s Constitution, adopted in 1990, there is 
an explicit desire for good quality, lifelong learning, and democratic participation in 
education for the country; this article makes full provision for education as a right and 
access to quality free education for all children in Namibia (Constitution of Namibia, 
1990). These goals were further strengthened in the recommendations of the World 
Declaration on Education for All (UNESCO 1990). The commitment was further 
strengthened when the government reaffirmed itself to achieve the six Dakar goals.

The formal education system comprises 7 years of compulsory and free primary 
education, 3 years of junior secondary, and 2 years of senior secondary education, 
from the age of 6 years up to the age of 16. However, free education does not mean 
completely free. There are certain hidden costs that may hinder children from 
attending school such as contributions to the school development funds, school uni-
forms, and transports. For a few children, primary education is preceded by 2–3 
years of pre-primary education. However, early childhood development (ECD) and 
pre-primary programs do not form an integral part of public education provision 
(Salim et al. 2005).

The formal education system is divided into four phases: lower primary (1–4), 
upper primary (5–7), junior secondary (8–10), and senior secondary (11–12). At the 
end of primary education cycle (grade 7), learners are prepared for semi-external 
examinations as a transition to junior secondary education. Learners at the junior 
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secondary school level write the Junior Secondary Certificate Examinations, while 
senior secondary school learners are prepared for the International General 
Certificate of Education (IGCSE) and the Higher International General Certificate 
of Secondary Education (HIGSE) in collaboration with University of Cambridge 
which is a Ministerial Partner (Clegg and Van Graan 2006) (Tables 7.3 and 7.4).

In addition to the formal education system, the Namibian College of Open 
Learning (NAMCOL), a parastatal educational institution created in 1997, was 
established by the Government of the Republic of Namibia to provide educational 
opportunities to adults and out-of-school youth under its program of alternative 
secondary education. NAMCOL is actually the largest educational institution in 
Namibia with more than 23 thousand learners enrolled for subjects at both junior 
secondary certificate grade 10 and senior secondary grade 12 levels.

The Ministry of Basic Education, Sport, and Culture is commended for the suc-
cess in school enrolment rates. At primary school level, the enrolment rate has 
increased since 1995 with an average annual national growth rate of 1.8%. The total 
school age population from 7 to 13  years old, in 2012 was 380.000 students 
(UNESCO 2015a).

The net enrolment rate is also affected by the lack of education opportunities to 
some marginalized groups. These are mainly children from the San and Ovahumba 

Table 7.3 Education levels in Namibia

Education School level
Grade 
from

Grade 
to

Age 
from

Age 
to Years Notes

Primary Lower 
primary 
school

1 4 6 9 3

Primary Upper 
primary 
school

5 7 10 12 3

Secondary Junior 
secondary 
school

8 10 13 15 3 Junior Secondary Certificate 
Examination

Secondary Senior 
secondary 
school

11 12 16 17 2 International General 
Certificate of Education 
(IGCSE)
Higher International General 
Certificate of Secondary 
Education (HIGSE)

Vocational Vocational 
education

9 14 From Junior Secondary

Tertiary University Namibian College of Open 
Learning (NAMCOL)
University of Namibia 
(UNAM)
Polytechnic of Namibia

Source: Own elaboration
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communities, street and working children who still live under difficult 
circumstances.

There has been an increase in the enrolment in private institutions as 2% increase 
between 1999 and 2012. It has been a decrease in the GPI (F/M) in relation to the 
Gross Primary Education Net Enrolment Ratio as 0.04 between 1999 (1.01) and 202 
(0.97) (UNESCO 2015a).

Children with special needs and learning difficulties are taught either in main-
stream schools with special classes or taken to special schools for children with 
learning, emotional, and hearing impairments. There are eight special schools for 
children with special educational needs, distributed in various regions but adminis-
tered centrally from the MOE head office in Windhoek (MOE 2007). The govern-
ment, in conformity with the Salamanca Framework for Action (1994), makes 
provision for all children, irrespective of their special educational needs to benefit 
from the same education through mainstreaming education. Therefore, the policy on 
inclusive education is currently being considered for implementation, but advocacy 
on the policy needs to be strengthened (Government of Republic of Namibia 2001).

The total number of schools in Namibia has increased from 1545 in 2001 to 1661 in 
2007, at an average growth rate of 1.2% (Millennium Challenge Corporation 2008).

On average the duration of the school year at the primary and secondary levels 
does not exceed 200 working days. The school year, which starts mid-January ends 
at the beginning of December, is divided into three terms (Trimesters) as follows: 
January–April, May–August, and September-early December. A maximum of 
37 weeks per year are devoted to instruction (IBE 2010).

According to the Educational Statistics in Namibia (Ministry of Education 2007), 
the number of primary schools in Namibia in 2007 was 1.048 from which 997 were 
state schools and 54 were private schools. The number of secondary schools was 
176, of which 160 were public ones and 16 private. There were also 428 schools 
which combined primary and secondary education, of which 399 were public and 
29 private.

7.3.2.4.1 Early Childhood Education

Early Childhood Education and Development (ECCE) is considered for children 
aged from 0 to 6 years old. Early childhood education and development is provided 
outside the formal education system. The National Early Childhood Development 
Policy was adopted by President´s Cabinet in February 1996 and reviewed in 2005 
through a long process of consultations at the national, regional, and community 
levels among a broad range of stakeholders. The Ministry of Gender Equality and 
Child Welfare is responsible for home-based care programs and also for ECD care 
centers, which provide services for groups of 20–25 children aged 2–4 years. The 
majority of ECCE centers are run by communities, nongovernmental organizations, 
churches, and individuals. However, there are a number of private schools, which 
offer early childhood education within their formal education system, but these are 
normally very expensive and cannot be afforded by the ordinary citizen. The 
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Ministry of Education is responsible for the pre-primary school year, which caters 
children aged 5/6 years and is considered as the first phase of basic education (IBE 
2010).

According to Namibia Vision 2030, “by providing children a fairer and better 
start in life, ECD programs have positive long-term benefits, including gains on 
future learning potential, educational attainment and adult productivity.” “Early 
childhood programming can also serve as an important entry-point for community 
and social mobilization, promoting participation, organization and a better quality 
of life for older as well as younger members of the community” (Government of the 
Republic of Namibia 2004a; pp. 98).

The number of ECD centers has substantially increased over the last years. 
According to the 2001 Population Census, around 31% of children of 3–6 years 
were attending ECCE centers. The census report indicates that there are no signifi-
cant differences between female and male children participation in ECCE programs 
in 2001, but the participation varies significantly in terms of region (Government of 
the Republic of Namibia 2001).

According to Vision 2030, the main priorities related to ECCE are (1) to promote 
and support quality, sustainable, and holistic integrated early childhood develop-
ment for children aged 0–6 years, (2) to develop the capacity of ECD care-givers/
workers through skills development and the provision of quality training, and (3) to 
promote the recognition of ECD as a profession, as a means to ensure quality care. 
The government aims that the ECD policy becomes and act; it also aims that inte-
grated ECD programs are extended and 90% of children of 3–6 years are enrolled 
in ECD centers; capacity of 80% of ECD caregivers is reinforced and children 
received quality care; and clear standards are set and implemented for ECD Centers.

7.3.2.4.2 Primary Education

Primary education lasts 7 years, divided into lower primary (grades 1–4, second 
phase of basic education) and upper primary (grades 5–7, third phase of basic edu-
cation). Under ideal conditions, a learner begins grade 1 at the age of 6. Learners 
will be monitored nationally in grade 5, using nationally standardized assessments. 
With the implementation of the new curriculum for basic education (2010), the 
grade 7 examinations will be phased out IBE (2010).

During primary school, pupils are promoted to the next class on the basis of their 
competences. According to the Curriculum for Basic Education of 2010, in grades 
1–4 (lower primary phase), pupils learn to read and write in two languages: they 
learn basic mathematics and about nature, and they develop their creative abilities. 
Teaching and learning are through the medium of the mother tongue or predominant 
local language with a transition to English medium in grade 4. In the upper primary 
phase, teaching is in English, and the mother tongue or predominant local language 
continues as a subject through the end of basic formal education in grade 10 
(Government of Republic of Namibia 2002).
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The enrolment in primary education has grown substantially since 1990, at a rate 
of growth that has exceeded the population growth rate. Repetition rates vary sub-
stantially among the regions. On average they remain high (17% in grades 1–10 in 
2007), particularly in grade 1 (21.9%), grade 4 (15.9%), grade 5 (25.7%), and grade 
7 (18.5%). At the junior secondary level, in 2007, the repetition rate was 24.2% and 
19, 4% in grades 8 and 9, respectively. In 2007, dropout rates were particularly high 
in grade 4 (1.9%), grade 5 (4%), grade 7(5%), and at the junior secondary level 
(6.7% and 7.2% in grades 8 and 9, respectively). Since 1999 there is an increasing 
trend on the number of repeaters from all graders, as in 1999, there were 47.000, and 
in 2012 there were 62.000 repeaters; therefore there was an increase of the 7.58% 
(UNESCO 2015a).

The Ministry of Education reports a total enrolment of 409.508 students in 
grades 1–7 in 2007. The net primary school enrolment ratio was estimated at 92.3% 
in 2006 and the survival rate to grade 5 at 94% and to grade 8 at 81%. Survival rates 
tend to be higher for girls than for boys (Ministry of Education 2007).

HIV and AIDS have a significant impact on the education sector, due to the 
impact on teachers and pupils. There are about 121.000 orphans enrolled in school 
accounting for 21.2% of total learners (National Planning Commission 2015).

7.3.2.4.3 Secondary Education

Secondary education is formed by two educational cycles: junior secondary (related 
to 8–10 grades, which is the fourth phase of basic education) and senior secondary 
(grades 11 and 12, corresponding to the fifth phase of basic education). Junior second-
ary education consolidates achievements and extends them to a level where the learn-
ers are prepared for young adulthood and training. At this level, learners choose two 
prevocational subjects. At the end of grade 10 that corresponds to the end of formal 
basic education, students are assessed by an external examination to get the Junior 
Secondary Certificate (JSC). Those who meet the JSC requirements may continue in 
formal senior secondary education, which provides specialization in different areas. 
Slightly more than 25% of the school-going population is at the secondary level.

In 1991 a new junior secondary curriculum was introduced throughout the coun-
try that unified the 11 separate educational authorities and introduced English as the 
common medium of instruction. About 20% of weekly class time is devoted to 
prevocational subjects. The syllabus thus prepares students either for higher educa-
tion or the workforce. At the same time, Vocational Education and Training Centers 
offer a variety of courses at the junior secondary level. Skills development opportu-
nities are also offered to out-of-school youths at various centers such as Vocational 
Training and Community Skills Development Centers (IBE 2010).

During grades 11 and 12, students at senior secondary schools prepare the 
International General Certificate of Secondary Education (IGCSE) of the Cambridge 
Examinations Syndicate that assesses the following subjects: agriculture, com-
merce, technology, domestic science and health education, natural sciences and 
mathematics, and humanities.
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The Ministry of Education reports a total enrolment of 158.378 learners and 176 
secondary schools in 2007 that raised up to 263.000 in 2012 (UNESCO 2015b) of 
whom 124.448 at the junior secondary and 33.714 at the senior secondary level in 
2007. The gross enrolment ratio was estimated at 32%. The school leaving rates 
from junior secondary education to senior secondary (grade 11) remains a major 
concern though there has been a decrease from 46.6% in 2004 to 38.2% in 2007 
(Ministry of Education 2007); there is no information for 2012.

Vocational training centers offer technical subjects at the junior secondary level. 
To enroll, learners need not have completed primary school if they have some work 
experience. The centers mainly provide training in building, metal and wood work-
ing, motor mechanics, electrician work, and fitting and turning. Additional opportu-
nities for further training are also available through the private sector. There has 
been a satisfactory increase in enrolment at vocational education and training cen-
ters with a total of 4.741 students in 2007. Most of the vocational training centers 
offer levels 1–3 certificate courses (Akoojee et al. 2005).

7.3.2.4.4 Higher Education

Higher education was under the responsibility of the Ministry of Higher Education, 
Vocational Training, Science, and Technology when it was established in 1995. 
Postsecondary and tertiary education and training are now coordinated by the 
Directorate of Higher Education, under the Department of Tertiary Education, 
Science, and Technology in the Ministry of Education. The Directorate also admin-
isters teacher education and training colleges and coordinates with the main higher 
education institutions, particularly the University of Namibia (UNAM) that accounts 
for about 53% of all higher education enrolments and the Polytechnic of Namibia 
which accounts for another 40% of the enrolments and focuses on education for 
advanced technical skills. The other seven per cent of the students attend the private 
institutions International University of Management and the Headstart Mercy 
Montessori Teaching Training College (IBE 2010).

The University of Namibia was established by the Act N.18 of 1992, which also 
provides for the administration and control of its affairs. The Polytechnic of Namibia 
was established by the Act N.33 of 1994, resulting from merging Technikon Namibia 
and the College for Out-of-School Training (COST); The Act provides for the grad-
ual phasing out of vocational training courses and the granting of degrees by the 
Polytechnic (Kotecha et al. 2012).

Teacher education colleges offer a 3-year program leading to the Basic Education 
Teaching Diploma, the qualification required for grades 1–10 teachers. The 
Polytechnic offers a range of programs in several fields leading to national certifi-
cates (1-year program), higher certificates (2-year), and diplomas (3-year program) 
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programs leading to a bachelor’s degree which normally last 3 to 4 years. At the 
postgraduate level, the Polytechnic offers master’s degree programs lasting 
18 months to 2 years.

The Namibian College of Open Learning (NAMCOL), established in 1997, pro-
vides mainly distance education for Namibians who could not complete the formal 
requirements to enter a university (Kotecha et al. 2012).

7.3.2.4.5 Finance Education

Following the country’s independence in 1990, educational expenditure increased 
between 20 and 25% of the government budget and accounted 10% of the GNP 
according to the First National Development Plan (NDP1). This proportion of 
national income devoted to education in Namibia indicates the national effort to 
education and is a sign of political will behind that effort (Government of the 
Republic of Namibia 2002).

Nowadays, Namibian education is financed from general taxation and borrow-
ing through the national budget, from charges and fees levied on individual learn-
ers, from voluntary contributions paid by parents, and from other contributions by 
donors and private sector. Foreign donor contribution is taken up in the national 
budget under the sector-wide approach. A significant number of public resources 
in Namibia are spent on education. Technical Education and Vocational Training 
is financed through a training levy (Government of the Republic of Namibia 
2004b).

The Global Monitoring Report (UNESCO 2015a) indicators shows that the total 
public expenditure on education in 2012 was 7.9% of the GNP and in 2015 was 
8.5%; therefore on the last years, there has been an 0.6 points increase, which is 
directly related with the 2.6% increase on the total public expenditure on education 
as percentage of the total government expenditure on that period. Primary education 
public expenditure increased from NS359, 7 million in 1992/1993 to 936NS million 
in 2000/2001. This means the average expenditure per primary learner rose from 
N$1.034 in 1992 to N$2.421 in 2000. This tendency has been maintained over the 
time. According to the lasted data available in 2008, it was reported at 22.40; in 
2012 it was reported 23.7% of the total public expenditure and was dedicated to 
education (UNESCO 2015b).

The demand for an increase for public funding of education will also be brought 
about by the strong inequality in the distribution of resources and income in 
Namibia. The data suggest that 5% of the population earn 70% of FGDP, the other 
40% earn 27% of GDP, and the remaining 55% of the population earn just 3% of 
GDP (Government of the Republic of Namibia 2002).
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7.3.3  TVET in Namibia

7.3.3.1  TVET Historical Evolution in Namibia

Prior to 1990, the TVET System in Namibia was decentralized. Mainly all indus-
tries formed their own labor force, according to their needs, but there were also 
some technical institutes run by the government under the Ministry of Basic 
Education. After independence in 1990, the Ministry of Labor and Manpower 
Development became in charge of the Technical Education and Vocational Training 
at national level, which aimed to protect and develop the national human resources 
to their fullest potential and to promote comprehensive manpower development 
programs to provide work-related training in accordance to the needs of the econ-
omy (Ministry of Labor and Manpower Development 1991). At the time, some of 
the national vocational training policy objectives were outlined as follows:

 (a) To promote or provide vocational training, including the establishment of skills 
development centers as an integral part of the system of national manpower 
planning

 (b) To contribute to the solving of employment-related problems, through a flexible 
vocational training systems

 (c) To optimize the utilization of the country’s human resources and ensure that the 
skilled labor demand is met

 (d) To utilize a TVET system which, among other things, incorporates training pro-
grams based on approved national standards, provision for lifelong learning, 
and arrangements for trainees to reenter the main educational systems for 
higher-level education; provides adequate flexibility in order that outputs may 
be readily adjusted to meet the changing needs of the economy; provides for 
effective monitoring, evaluation, and follow-up of trainees adopts a modular 
approach and appropriate up to date teaching/training principles; and fosters 
entrepreneurial values and skills

 (e) To ensure that the financing of TVET is a joint venture between the government 
parastatals, private enterprise and others (Ministry of Labor and Manpower 
Development 1991)

These objectives set the tone for the structure of the system, its curriculum focus, 
aims, and the challenges it needed to address. Thus, the Ministry of Labor and 
Manpower Development was responsible for the development of the Vocational 
Training Act 1991.

In 1994, the National Vocational Training Act (NVTA) was promulgated; the 
implementation of the new system was piloted at the Windhoek Vocational Training 
Centre (WVTC) with the assistance of the International Labor Office (ILO) training 
standards for technical subjects drafted. The technical institutes were required to 
change their status into VTCs. Their minimum entry requirements were set at grade 
10. TVET was then removed in 1995 from the Ministry of Labor and Manpower 
Development and incorporated under the Ministry of Higher Education, Vocational 
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Training, Science and Technology, which has since changed to the Ministry of 
Higher Education, Training, and Employment Creation (MHETEC) (Akoojee et al. 
2005).

In its Vision 2030, the MHETEC sees its goal as being “to provide hope and 
instill faith in the future to the youth and citizens on Namibia” through, among other 
things, developing an integrated and comprehensive vocational, training, and career- 
education system and cocoordinating the planning and development of a higher 
education system relevant to the needs of Namibian and individual students 
(Government of the Republic of Namibia 2004a, b).

To achieve this vision by 2030, the TVET system should have short-term and 
medium-term achievable goals. To this end, the TVET system “aims to enhance 
national technical capacity through productive skills development that would give 
Namibia the competitive edge both regionally and globally” (Ndjoze-Siririka 2002; 
pp. 73). Hence, the TVET system has embarked upon a reform process that includes 
setting up the NTA while aiming at improving access, competitiveness, and respon-
siveness, meeting industry’s skills needs, quality assurance, management and lead-
ership structures, and financial provision and funding system (Norrag 2007).

These challenges are largely informed by the legacy of racial inequality, which 
was enforced by decades of colonial rule and apartheid. Moreover, it would appear 
that the MHETEC is beginning to grapple with the issues raised by a number of 
evaluations made by the studies of its TVET system.

The current changes being implemented in the TVET system of Namibia include 
improving access and equity, an NTA, and CBET and making VTCs autonomous. 
The MHETEC is in a process of introducing a new TVET policy (MHETEC 2000). 
The main goals of the policy are to (a) promote an integrated, demand-driven 
competency- based modularized VET system, (b) establish an open and flexible 
training structure that facilitates mobility within the education and training system, 
(c) promote community-based training programs for school leavers to acquire skills 
for both employment and self-employment, (d) establish mechanism for the effec-
tive coordination of the VET system through the development of an autonomous 
government and management structure, (e) develop the national quality manage-
ment system for VET, and (f) facilitate the development of a financial sustainable 
funding system.

The main objective of this policy is to have a VET system whose policy is man-
aged at government level, while implementation and day-to-day management of 
policy take place through an autonomous body. This is expected to improve to sys-
tem so that it is flexible and responsive to individual, community, and national 
socioeconomic needs. However, according to the Government of the Republic of 
Namibia (2004a, b), the policy does not contain enough detail about the vision.
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7.3.3.2  Actual TVET System in Namibia (Formal, Nonformal, 
and Informal) (Fig. 7.5)

7.3.3.2.1 Formal

The TVET system in Namibia comprises a set of different institutions. Two key 
types of institutions can be here mentioned: Vocational Training Centers (VTCs) for 
formal TVET and Community Skills Development Centers (COSDECs) for nonfor-
mal; there are also three agricultural colleges in the country, which are a responsibil-
ity of the Ministry of Agriculture. There is also the Namibia Institute for Marine 
Resources under the Ministry of Fisheries and Marine Resources.

The competency-based education and training (CBET) was introduced at the 
formal TVET system of Namibia since 2000. According to the proposed TVET 
policy, CBET system includes a competency-based modular system, meeting the 
needs of the formal and the informal sector economy, promoting entrepreneurial 
skills, and recognizing the need for lifelong learning and continuing education 
(MHETEC 2000).

Fig. 7.5 Namibia Vision 2030: Projections on youth and development
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7.3.3.2.2 Non-formal and Informal TVET Systems

Namibia’s Community Skill Development Centers (COSDECs) have been at the 
forefront of the technical and vocational training among the most disadvantaged 
segments of the population. COSDEC was initiated as a response to the high drop-
out rates of high school learners and the inability of learners to acquire the VTC 
entry requirement of grade 10; it was set up to bring back these youths who were 
leaving the schooling system with weak skills (Akoojee et al. 2005).

By introducing a research-based approach to curriculum development, the 
COSDECs have used local market assessment and design studies to develop train-
ing programs that are reflective of the real market opportunities available to their 
learners, as well as the areas that are most compatible with the target group. The 
COSDECs have benefited from this information and diversified to implement train-
ing in both long and short course formats, with different skill and product focuses. 
To strengthen the potential for successful self-employment in formal and informal 
sectors, the COSDECs have also adopted a project focus in their practical skills 
training. As they develop technical skills, learners also learn product design and 
specification, production planning, costing and pricing, quality control, and 
marketing.

In 2006 there were 7 COSDEC centers in the country, with 470 trainees and of 
which 57% are women. Also, nearly 60% of COSDEC trainees received employ-
ment after completion of their training courses, with 35% going into formal employ-
ment, while 22% start their own small businesses. At present the Ministry of 
Education caters for COSDEC through its budget allocation, which it supplements 
with private donations and course fees. More recently, MCA Namibia funded the 
construction of four new COSDEC centers in Swakopmund, Rundu, and Gobabis as 
well as the upgrading of five existing COSDEC centers in Opuwo, Ondangwa, 
Oshakati, Otjiwarongo, and Windhoek. With the introduction of “incubation” or 
“production” units and SME service centers in 2007, the COSDECs supports entre-
preneurial development and increases the impact of TVET on the development of 
the Namibian economy (Norrag 2015).

7.3.3.3  TVET Governance Structure in Namibia

The Directorate of Vocational Education and Training, under the Department of 
Lifelong Learning in the Ministry of Education, is responsible for the Vocational 
Training Centers and the Community Skills Development Centers with the excep-
tion of the WVTC and NIMT; all VTCs report directly to the Directorate of 
Vocational Education and Training in the MHETEC.  This means that decision- 
making and procurement are dependent on the approval of the Directorate, and bud-
get and expenditure are also dependent on the Directorate, as are staff appointments 
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(IBE 2010).WVTC and NIMT are autonomous; their governance is independent, 
although they rely on the government for most of their funding. Both of the institu-
tions manage their own funds according to their own defined needs, and also they 
use marketing strategies to acquire an extra budgetary amount of money; it is impor-
tant to mention that they are not self-sustaining.

7.3.3.4  National TVET Legislation

The Vocational Education and Training Act N.1 of 2008 provided the establishment 
of the Namibian Training Authority (NTA) and the National Training Fund. The aim 
of the NTA as institution was to regulate the provision of vocational education and 
training and to provide for the funding of TVET, the imposition of a vocational 
education and training levy, and the appointment of inspectors and designation of 
quality systems of skills formation. In addition, NTA promotes access, equity, and 
quality in TVET, according to the procedures determined by the Namibian 
Qualification Authority. NTA also develops occupational standards, curriculum, and 
qualifications; issues certificates; and negotiates articulation arrangements between 
vocational education and training programs (IBE 2010).

7.3.3.5  Financing TVET in Namibia

Public TVET education through postsecondary institutions is essentially funded by 
the government national budget. According to Thomas (2000), the government of 
Namibia spent N$1.23 billion on Technical Education and Vocational Training 
between 1997 and 2000. The establishment of the Namibian Training Authority 
took place concurrently with the establishment of the National Training Levy (NTL) 
(Johanson and Kukler 2003) (Government of the Republic of Namibia 2004a, b).

7.3.3.6  Gender Equality in TVET

According to the Johanson and Kukler’s study (Johanson and Kukler 2003; pp. 109), 
one of the main objectives of the government of Namibia is to increase access and 
make the TVET system equitable; such expansion should increase the number of 
female enrolments. They claimed that “in most VTCs females now make up approx-
imately half of the trainee population”. They observed that “the increase in female 
enrolment is largely due to the introduction of tailoring and computing courses 
rather than larger numbers enrolling in traditional courses like for example, build-
ing, welding, motor mechanics and carpentry.”
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7.3.3.7  Relation of Namibia Governmental Agencies and UNESCO

Namibia is a member of the UN nations and UNESCO, and Namibian Training 
Authority has become a member of the UNEVOC Centers on 2015; therefore it 
exists a strong and direct relation between the Namibian governmental agencies and 
UNESCO.

The most significant medium term challenge that Namibia has to face in relation 
to TVET is the creation of employment for the rapidly growing, young population. 
Unemployment rates increased from 19% (1991) to 31% in 2001 (2001 Census), 
while 20% of the active population is considered to have only an “elementary 
occupation.”

Future support should enhance the government, and donors, efforts to improve 
access and equity through the expansion of TVET system in relation with labor 
market needs. This will be better achieved through the development of quality 
assured, regulated, and effective TVET system with more autonomous TVET insti-
tutions that can operate at local level to respond to enterprises, local communities, 
and individual needs (UNESCO 2013).

The provision of education at different levels remains a challenge for Namibia. 
In particular, access to secondary education could be a problem to those who can 
not be  enrolled at  conventional schools, which have a limited capacity. In addi-
tion  to that, lack of skills and supply-driven training are constraining namibia’s 
development.

Finally, for the governance of the system, there is a general confusion regarding 
the specific functions that are to be fulfilled by the NQA. The communication and 
cooperation between the NQA and NTA have diminished in the past few months. 
This is leading to confusion as to how they are to work together with the NTA to 
control the quality of VET. It is believed that the NQA must be given the go-ahead 
to audit and accredit the VTCs with regard to their facilities, staff, and use of capital 
so as to be able to better control quality. Quality is further controlled by making use 
of a National Qualifications Framework. This database is however also not up and 
running yet.

According to UNESCO (2013), possible interventions in line with government 
objectives and taking into account the issue of access and quality could (a) upgrade 
Vocational Training Centeres (VTCs) and enlarge access to all VTCs; (b) support 
the setup of new vocational training centers including new model of governance, 
management, and funding to enhance autonomy and partnership with entreprises; 
and (c) support the enhancement and expansion of the system of Community Skills 
Development Centers (COSDECS).
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Chapter 8
Quantitative and Qualitative Analysis

8.1  Quantitative and Qualitative Analysis

8.1.1  Quantitative Analysis

The quantitative analysis was based on the social impact questionnaire generated 
and administered. It was designed specifically for this study, based on the work 
conducted by Kirsten Krüger et al. (2013). Kruger’s work focused on measure and 
analyze the social benefits provided by tertiary education at individual level, that 
connect with the discussions about the social and economic impact of education. 
The social function of technical education and vocational training goes beyond 
employability and economic development, which nowadays comprise the principal 
issues in the current discussion on TVET, it also includes the social impact percep-
tion of students, professors, and other stakeholders on how this new TVET pro-
grams that has been developed by UNESCO, the BEAR project that is being 
implemented in both countries (Namibia and Botswana) it is perceived by the stu-
dents and how do they think it will add value to their education path and their pro-
fessional situation.

The social impact perception questionnaire was developed with 53 semi- 
structured questions and four open questions. The questionnaire was divided into 
two different parts, part I that aimed to analyze the sociodemographic variables and 
part II with a focus on analyzing the social effectiveness, comprised by outputs and 
social benefit parameters. Each of these two parts was categorized into different 
dimensions for a more concrete analysis of the answers. Part I was comprised of five 
categories: (a) personal data, gender, age, education, and ethnicity, (b) family situa-
tion, (c) economic situation of the household, (d) labor market situation, and (e) 
program information. Part II was comprised of two different dimensions with differ-
ent categories; the (a) output category included (1) human capital, (2) cultural capi-
tal, and (3) social capital and (b) the social benefit category included (1) social 
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mobility (quality of work), (2) economic security (quality of work), (3) knowledge 
and intellectual development (quality of work), and (4) balance of time (quality of 
work ) (Fig. 8.1).

Human capital dimension includes the following parameters:

Motivation is a theoretical construct used to explain behavior. It represents the rea-
sons for people’s actions, desires, and needs. It results from the interaction of 
both conscious and unconscious factors such as the (a) intensity of desire or 
need, (b) incentive or reward value of the goal, and (3) expectations of the indi-
vidual and of his or her peers. These factors are the reasons one has for behaving 
in a certain way, for example, a student that spends extra time studying for a test 
because he or she wants a better grade in class (Oxford 2010).

Initial expectation is considered the most likely to happen at the starting point of 
something. The initial expectations are a feeling or belief about how successful 
someone or something will be. The questionnaire will show us the main reasons 
and attitudes the students had at the time they chose to join the TVET program, 
which were the main reasons for them to choose the program. The more strongly 
agree they feel with each statement, the more identified they feel with the reason 
that is explained on that sentence. Therefore the highest frequencies will show us 
the strongest beliefs and attitudes the students have had in order to select and join 
this TVET program.

Actual expectation refers to the reasons and attitude that the student shares in rela-
tion to what identifies as its main motivation and attitude in order to achieve its 
actual goal, at this certain point in time. The more strongly agree the student feels 
in relation to each statement, the more identified he/she feels with the reason that 
is explained on that sentence. Therefore the frequencies will show us the stu-
dents’ beliefs and attitudes, toward the perception on how successful the TVET 
program is, according to what they expected it to be.

Fig. 8.1 Categorization of the questionnaire according to the existing variables
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Perceptions are the way that you notice or understand something using one of your 
senses. Perception refers to the organization, identification, and interpretation of 
sensory information in order to represent and understand the environment. 
Perception is divided into two processes: Firstly processing sensory input which 
transforms these low-level information to higher-level information and secondly 
processing which is connected with the person’s concept and expectations 
(knowledge) and selective mechanisms (attention) that influence perception.

Cultural capital parameters as part of the outcome dimension include two differ-
ent indicators: expected learned outcomes and satisfaction of the students in relation 
to the implemented TVET BEAR project.

Expected learned outcome: Learning outcomes are statements that describe sig-
nificant and essential learning that learners have achieved and can reliably demon-
strate at the end of a course or program. In other words, learning outcomes identify 
what the learner will know and be able to do by the end of a course or program. This 
demonstration of learning involves a performance of some specific domains that 
could prove and show significant learning. Learning outcomes refer to observable 
and measurable knowledge, skills, and attitudes.

Student satisfaction is a subjective perception, on students’ part, of how well a 
learning environment supports academic success. Strong student satisfaction implies 
that appropriately challenging instructional methods are serving to trigger students’ 
thinking and learning. Important elements in student satisfaction are likely to con-
cern the role of the instructor and of the students; these elements may be central to 
student learning (Winberg and Hedman 2008).

The social capital parameter includes networking as an indicator, understood as 
a tool (the TVET program) that helps to enlarge the professional network; neverthe-
less this question has not been well understood; therefore the question and answers 
were deleted from the analysis.

As for the social benefit dimension, it is constituted by the following parameters: 
(a) social mobility, (b) economic security, (c) intellectual development, and (d) bal-
ance of time. The social benefit is understood as the increase in the welfare of an 
individual that is derived from a particular course of action, which in this case is 
associated to the participation to the TVET program. It includes all the private ben-
efits in addition to any external benefit.

Social mobility refers to the movement of individuals, through a system of social 
hierarchy or stratification. If such mobility involves a change in position (occupa-
tion) but not a change in social class, it is considered as horizontal mobility; if the 
move involves a change in social class, it is named vertical mobility as it moves 
upward in the social class system.

Economic security is the condition of having a stable source of financial income 
that allows a person for the ongoing maintenance of one’s standard of living cur-
rently and in the foreseeable near future. It includes employment security, predict-
ability of the cash flow of a person, and the probable continued solvency.

In the questionnaire, the economic security is measured by comparing the actual 
and future income expectations and the working stability foreseen in comparison to 
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the actual one that will provide as an accurate prediction on the difference on indi-
viduals’ solvency before and after the students complete the TVET program.

Knowledge and intellectual development are about learning. It is about how indi-
viduals organize their minds, ideas, and thoughts and develop their intellectual 
capacities as rational and critical thinkers.

Balance of time refers to a comfortable state of equilibrium achieved between 
individual’s primary priorities of their employment position and their private 
lifestyle.

8.1.1.1  Sociodemographic Variables

The quantitative analysis conducted presents initially, a  description about the 
sociodemographic variables from the social impact perception questionnaire.

In Botswana there are 264 TVET providers accredited, with a total of 2068 pro-
grams accredited (BOTA 2010). In Namibia there are 43 TVET providers accredited 
at national level, with 975 programs accredited in total.

As for the total students in the selected trades, in Botswana, the total number of 
students in the tourism sector is 583 at national level, of whom 85 are participating 
on the BEAR program; meanwhile in Namibia the total number of students in the 
selected sector is 26, all of them are participating on the BEAR program. Therefore 
even though the data and number of questionnaires obtained are significantly fewer 
in Namibia than Botswana, the reality is that the sample covered by the question-
naires in Namibia is broader than the Botswana one, as it copes with 100% of the 
national students that are participating on TVET programs for that specific trade 
(Table 8.1).

In order to get to know the participant’s average age from all students in this 
study, we have registered the information about 111 different subjects. The highest 
percentage of participation on the questionnaire belongs to Botswana, with 85 sub-
jects, over the total, representing 76.6% of this research student sample; from this 
group, there are 68 women (61.3%) and 17 men (15.3%). In Namibia there are a 
total of 26 participants representing the remaining 23.4% of the total sample. In this 
country, the female participation is higher with 16 female students (14.4%) and 10 

Table 8.1 Total number of TVET students at national level and within the BEAR program on the 
selected trades by country

Total number of students
Country of origin

TotalBotswana Namibia

At national level – in the selected trade total Frequency 583 26 609
Within the BEAR program in the selected 
trade – total

Frequency 85 26 111

Absolute percentage of participation at the BEAR in relation 
to the total students on the same trade at national level

14.57% 100% 18.22%

Source: Own elaboration from data collected from NTA (2016) and BOTA (2010)
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male participants (9%). Therefore, in general, the female participation is higher 
(Table 8.2).

As for the fields of study (trades/sectors), as it is shown in the graph below, these 
trades are classified into six groups: (a) fashion design, (b) travel management, (c) 
secretariat, (d) carpentry and joinery, (e) joinery, and (f) plumbing.

The distribution of the students by fields of study (trades/sectors) in total is rep-
resented below (Graph 8.1).

As the distribution disaggregated by gender – reflects that in relation to the fash-
ion design sector – Botswana GTC hosts most of the students or participants with 
35.1% of the sample, of which 29.7% are women and 5.4% are men; the travel man-
agement sector Francistown Botswana is at the second position in participation with 
26.1% of the sample, of which 18.9% are females and 7.2% are males. The secre-
tariat sector – Francistown College – has a 15.3% stake ranking at the third position, 
of which 12.6% are women and 2.7% are men. As regards other sectors – CBET 
Namibia – joinery has a 11.7% stake, of which 4.5% are women and 7.2% men. 
Carpentry and joinery industry at HRDC Namibia holds a 7.2% participation just 
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Graph 8.1 Participation within the different TVET trades by centers

Table 8.2 Participants by gender and country of origin

Gender
Country of origin

TotalBotswana Namibia

Female Frequency 68 16 84
Percentage 61.3% 14.4% 75.7%

Male Frequency 17 10 27
Percentage 15.3% 9.0% 24.3%

Total Frequency 85 26 111
Percentage 76.6% 23.4% 100%

Source: Own elaboration from collected data (questionnaires)
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from women. The sector that holds the less participation rate of the sample is plumb-
ing with 4.5% of the total, of which 2.7% are women and 1.8% men (Graph 8.2).

In relation to the student’s participation within the centers, as it can be expected, 
there is more involvement in Botswana; its two centers are those with a larger group 
of subjects. At the Francistown Technical College, there are attending 41.4% of all 
participants, of which 31.5% are women and 9.9% are men; at the Gaborone 
Technical College, there is a 35.1% student participation, of which 29.7% are 
women and 5.4% men. In Namibia, there are two centers; both of them have 11.7% 
stake; however, in Namibia CBET, there is a 4.5% female enrolment and 7.2% male 
enrolment; the Namibia NAMWATER center hosts a 9.9% share of women and 
1.8% share of men.

As it has been previously mentioned, the second part of the sociodemographic 
description is focused on the student’s household situation.

 (a) People Living in the Households

In relation to the number of people living in the houses, we find that there are 
nine missing data. Regarding the valid data, the average in the case of adults is 4.54 
with a standard deviation of 2.74; in the case of children, the mean is 3.98 with a 
standard deviation of 3.61. The minimum number of adults living at the households 
is 1 and 0 children, and the maximum is 24 for children and 11 for adults (Table 8.3).

Noting the information from the number of people living in households by coun-
try, it is clear that in Botswana, the average number of children living in the house-
holds is 4.05, which is higher than Namibia, with a minimum value of 0 children 
and a maximum of 24 within a household, and this case refers to a family where the 
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grandmother is taking care of all 24 grandsons as their respective daughters died due 
to the HIV-AIDS pandemic; the average number of adults is 4.63 with a standard 
deviation of 2.76 and an existing minimum of 1 adult and a maximum of 11 within 
the household.

 (b) Highest Level of Education Attained

With respect to the highest level of education attained by the participants prior to 
joining the TVET program, we have registered 109 valid data, of which 64.2% of 
the participants have a tertiary education level (50.5% of them are women and 
13.8% men). The average age of the participants in this group is 27.08 years old 
with a standard deviation of 4.36 and wherein the average number of children per 
household is 2.47 with a standard deviation of 5.28.

The second level where most subjects are located is in the upper secondary edu-
cation (ISCED 3) with 15.6% of the total share (from which 13.8% are women and 
1.8% men), and the average age is 24.41 years old with a standard deviation of 3.46 
and with an average of 4 children per household with a standard deviation of 2.26.

In the third position, with 11.9% of the total share, we find participants with post- 
secondary education, including prevocational education but not tertiary (ISCED 4), 
of these, 8.3% are female and 3.7% male. It has an average age of 25.62 years old 
and a standard deviation of 2.75 and with the highest average number of children 
per household (4.54) with a deviation of 6.21. Finally, there are 8.1% of individuals 
who have a secondary education (ISCED 2), of which 2.8% are women and 5.5% 
men, and the average age in this group is 25.38 years old with a standard deviation 
of 4.80 and with an average of 3.67 children per household and a standard deviation 
of 2 (Graph 8.3).

As per the different levels of educational attainment for the participants on the 
TVET program from each country, we note that in Botswana, the participants are 
divided into three of the established educational levels. As it is shown on the 
graph above that the results in Namibia are unlike to Botswana, participants are 
distributed more evenly in the four established educational levels. There are 9 
participants, representing 34.6% of the total sample in ISCED 2, with an average 
age of 25.38 years old, and a standard deviation of 4.8 years; participants from 
this group have an average of 3.67 children within their households with a stan-
dard deviation of 2.

Table 8.3 Number of people living in households by country

Country People living in the houses
Descriptive statistics
Minimum Maximum Mean Typical deviation

Botswana Children 0 24 4.05 3.97
Adults 1 11 4.63 2.76

Namibia Children 0 8 3.77 2.4
Adults 1 11 4.27 2.61

Source: Own elaboration from collected data (questionnaires)
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 (c) Employment Situation

In relation to the existing employment status/situation before entering the TVET 
program (BEAR project), there are 61.53% of subjects who did not work or have 
not defined their working prior status and 37.5% who have had an occupation that 
allows them to earn income.

In order to describe the specific reality, we find that most of the participants were 
unemployed (52.9%), of which 40.4% are women and 12.5% men, and 41.3% are 
from Botswana and 11.5% of Namibia, and this group holds an average age of 
25.34 years old, with a standard deviation of 3.34; the minimum frequency refers to 
the temporary leave (1%) which is associated with the profile of a 24-year-old 
woman from Botswana. As for the other work situations, there are 6.7% self- 
employed with no employees, of which 2.9% are female and 3.8% are male; 3.8% 
are from Botswana and 2.9% from Namibia; the average age of this group is 
30.57 years old with a standard deviation of 7.06. The next group represents the one 
related to the self-employed with employees which represent a 3.8%, of these, 2.9% 
are women and 1% men; 2.9% are from Botswana, and 1% are from Namibia; the 
average group age is 25.75 years old with a standard deviation of 1.70. Following 
this group we find the individuals that are employed represent the 23.1% of the total, 
of which 17.3% are women and 12.5% are men; 19.2% are from Botswana, and 
3.8% are from Namibia, and the average age for this group is 28.85% with a typical 
deviation of 4.27 (Graph 8.4).

 (d) Main Source of Household Income

The main source of household income from participants at the moment when the 
questionnaires were completed is presented, without neglecting any prior wages or 
income earned that could have been obtained based on the working situation prior 
to the start of the TVET program.

Graph 8.3 Highest level of education attained by country
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There are 96 data that help us to describe the main source of household income 
by family, of which 39.6% of the sample refer to cases where their household 
income comes from wages or salaries, and this group shares an average age of 
26.51 years old, with a standard deviation of 3.95; in relation to the gender distribu-
tion, 32.3% are women and 7.3% men, and as for the country of origin, 31.2% are 
from Botswana, and 8.3% are from Namibia.

There are 15.6% of cases where income comes from self-employment excluding 
farming, of these, 11.5% are women and 4.2% men, 12.5% are from Botswana, and 
3.1% from Namibia, and this group has an average age of 27.54 years old with a 
standard deviation of 4.59. It also shows that for 13.5% of the sample, the main 
source of income comes from pensions, this particular group has an average age of 
23.77 years old with a standard deviation of 1.83, the distribution of the group by 
gender is 9.4% women and 4.2% men, and the distribution by country refers to 4.2% 
Botswana and 9.4% Namibia.

In addition to that, 12.5% of the cases have as main source of income unemploy-
ment benefits, and these cases have an average age of 25.36 years old, with a stan-
dard deviation of 3.23; 9.4% of them are female, and 3.1% are men; as for the 
country of origin, 11.5% are from Botswana and 1% in Namibia.

Moreover, among the lowest percentages, we find the revenues or incomes from 
farming (6.3%), of these, 4.2% are women and 2.1% men, and as to the origin, 5.2% 
are from Botswana and 1% from Namibia (Graph 8.5).
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In addition to that, it is important to consider that within the lowest percentages, 
the households in which the main source of income comes from farming, 1.1% have 
attained an ISCED 4, and 5.3% have tertiary education level. From those that are 
receiving the unemployment benefits, 1.1% of them have an ISCED 3, 2.1% have an 
ISCED 4, and 9.5% have tertiary education. From those receiving other social ben-
efits or grants, 1.1% have an ISCED 3, and the other 2.1% have tertiary education. 
There is a unique case in which the main source of household income comes from 
investment, savings, insurance, or property, and this subject has an educational 
attainment of tertiary education level. Of those households that have other sources 
of income as the main ones, all have tertiary education.

Once that we have described in detail the main source of household’s income, it 
is relevant now to report on participant’s perceptions about how this income situa-
tion allows them to have a particular standard of living (Graph 8.6).

In order to describe in detail which is the general perception of the living stan-
dards by each participant according to the main source of household income, we 
have 96 cases, of which most of them consider that they are living with many 
 difficulties (40.6%); from these, 33.3% are females and 7.3% are men, and in rela-
tion to the country of origin, 30.2% are from Botswana, and 10.4% are from 
Namibia; as for the level of educational attainment, 3.2% of them have an ISCED 2, 
6.3% have an ISCED 3, another 6.3% have an ISCED 4, and 25.3% have tertiary 
education. There is a 33.3% of the sample who consider that they are living with 
difficulties, of which 24% are women, 9.4% are men, 26% are from Botswana, and 
7.3% are from Namibia; as for their level of education, 5.3% have an ISCED 2, 
3.2% have an ISCED 3, 2.1% have an ISCED 4, and 23.2% of the sample have 
tertiary education.

At lower percentages, we find that 19.8% perceive that current income is suffi-
cient to get ahead, of these, 14.6% are from Botswana and Namibia 5.2%; with 
respect to gender, 13.5% are women and 6.2% men; and as to their level of educa-
tion, 1.1% have a ISCED 2, 3.2% ISCED 3, another 3.2% with ISCED 4, and 11.6% 
with tertiary education.
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There is a minority (6.3%) of the sample that considers that their income allows 
them to live comfortably, of these 5.2% are from Botswana, 1% are from Namibia; 
with respect to gender, 3.1% are men, and another 3.1% are women; as for the level 
of education, 1.1% have an ISCED 3, another 1.1% have an ISCED 4, and 4.2% 
have tertiary education.

 (e) Program Information

Once the social description has been developed, the quantitative analysis focuses 
on the program information. Therefore, the following part of the analysis describes 
how the students have financed their participation on the TVET program, which is 
the profile of those students who are beneficiaries of the government subsidies and 
to what extent is it relevant or important for them to participate in the program by 
country and by gender.

In order to know how the students have funded its participation on the program, 
we have 92 data, of which the majority, 48.9%, have financed their participation by 
its own way (own funding), of these 37% are women, and 12% are men, and as for 
the country of origin of this group, 38% are from Botswana, and 10.9% are from 
Namibia. The second most common type of funding is by using public funds with a 
35.9% of the sample; from this group 27.2% are women, and 8.7% are men, and as 
for the country of origin, 30.4% are from Botswana, and 5.4% are from Namibia 
(Graph 8.7).

The lowest percentages appeared related to the funds provided by employers 
(4.3%) of total, of which 3.3% are women and 1.1% men, 2.2% are from Botswana, 
and another 2.2% from Namibia; loans represent a low percentage as well (4.3%) of 
the total; all cases within this group are represented by a common profile, women 
from Namibia. Finally, there are 6.5% of the sample that finance the participation on 
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the program through other sources, of these 5.4% are women, and 1.1% are men, 
and as for the country of origin, 4.3% are from Botswana and 2.2% from Namibia, 
as shown in Table 8.4.

Finally, it is essential to know how relevant it is for students to be enrolled in the 
TVET program according to their future professional expectations. The variable has 
been measured on an ordinal scale of five categories, with the following percent-
ages: 1  =  not relevant at all, 2  =  slightly relevant (6.3%), 3  =  relevant (40%), 
4 = highly relevant (18.9%), and 5 = extremely relevant (26.3%); data by country 
have recorded 74 of the total in Botswana (77.4%) and 21 in Namibia (22.1%). The 
results of the analysis show that (Graph 8.8):

As shown in the above bar chart, the option “not relevant at all” has been the less 
selected option by the participants in Botswana; in Namibia the less selected option 
by participants has been “slightly relevant.” The most selected option by partici-
pants in both countries is “relevant” even though in Namibia, the option “relevant” 
has the same response rate (6.3%) as “extremely relevant.”

In relation to the existing gender differences related to the importance of the 
TVET program perceived as for the professional future expectations for students, it 
has recorded 69 data from women (72.6%) and 26 data from men (27.4%) with the 
following distribution (Graph 8.9):

According to the above graphs, the most selected option by both genders is 
option 3 = “relevant,” and the less selected choice for the female gender is option 
1 = “not relevant at all” and for males option 2 = “slightly relevant.”
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8.1.1.2  Socio-affective Variables

The analysis on socio-effective variables is presented in this section. The analysis 
focuses, firstly on the outcome parameters: a description about the human capital 
dimension followed by an analysis on the cultural capital dimension is presented for 
both indicators: expected learned outcomes and satisfaction. The social capital vari-
able, networking, is not described as it was eliminated from the questionnaire due to 
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Source: Own elaboration from collected data (questionnaries).

Graph 8.8 Perceived importance of the TVET program according to the students’ professional 
future expectations by country

Graph 8.9 Perceived importance of the TVET program according to the students’ professional 
future expectations by gender
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the misinterpretation of the questions related to this variable for most participants in 
both countries.

Secondly, the analysis focuses on the social benefit parameters, including all its 
relevant dimensions, such as social mobility, balance of time, economic security 
(future economic situation and future employment prospects), and intellectual 
development for both countries.

 (a) Outcomes: Human Capital

Following the program information analysis, the quantitative analysis focuses on 
the human capital analysis. Therefore, this part reports on the results of the inferen-
tial tests used to compare countries and genres within the main dependent variables, 
which include motivation, initial expectations, future expectations, and perception.

The test used for the analysis is the Student t-test, which is used to determine 
whether or not two groups differ in some quantitative variable of interest (Pardo 
et al. 2009), and the effect sizes will be interpreted according to Ferguson C. (2009), 
who stated that in the case of Hedges’ g′, the representative effect in practice advis-
able to discuss within social sciences has a minimum recommended value of 0.41; 
from values of 1.15, it would have moderate effects and higher values than 2.70 that 
indicate large or bigger effects.

Regarding the motivation, participants from Botswana (M = 46.20, SD = 5.64) 
have a higher degree of motivation than the participants from Namibia (M = 39.42, 
SD = 9.49); this difference is statistically significant (t(86)= 4024, p = <0.0001, g′ = 
1.12), which would indicate that there is a small but significant effect within the 
practice of the social sciences. Similarly, women (M = 45.25, SD = 5.27) have a 
higher level of motivation than men (M = 42.47, SD = 11.56); however, there is 
insufficient evidence to say that this difference is significant (t(22, 66)=1.066, 
p = 0.298).

As to initial expectations, participants from Botswana (M = 18.70, SD = 3.32) 
have a higher degree of initial expectation than subjects in Namibia (M = 15.75, 
SD = 6.02), and this difference is significant (t(27, 61)=2285; p = 0.03; g′= 0.75). Also, 
female gender (M = 18.78, SD = 3.67) showed a higher degree of initial expectation 
compared to men (M = 15.45, SD = 5.15), and this difference was also statistically 
significant (t(97)= 3487; p = 0.001; g′= 0.83). Both differences have effect sizes that 
allow us to consider that the differences found are relevant to the practice of the 
social science.

The results related to the future expectations show that Botswana subjects 
(M = 31.40, SD = 4.91) have a higher degree of future expectations than the subjects 
from Namibia (M = 25, SD = 5, 60); this is a significant difference (t(90)= 5076; 
p  =  <0.0001; g′ = 1.16), and this particular size effect is considered moderate. 
Likewise, women (M = 30.59, SD = 5.03) reveal greater expectations for the future 
than men (M = 27.71, SD = 7.33), and this difference is also significant (t(90)=2061; 
p = 0.042; g′= 0.54). This size effect meets the minimum required to be considered 
relevant.

Finally, in relation to the perception, participants from Botswana (M = 46.25, 
SD = 5.39) show a greater awareness of the key elements for learning than the sub-
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jects from Namibia (M = 38.25; SD = 13.04), and this difference is statistically sig-
nificant (t(20, 74)=2683; p  =  0.014; g′= 1.07). The size effect meets the minimum 
required to be considered relevant in practice. Similarly, women (M  =  45.60, 
SD = 5.26) reported a greater degree of perception than men (M = 41.34, SD = 13.68); 
however, there is insufficient evidence to consider this difference as significant (t(24, 

08)=1458; p = 0.158).
A specific analysis of all output dimension descriptors referred to the human 

capital (motivations, initial expectations, actual expectations, perceptions) has been 
conducted, and it is described below.

 (b) Outcomes: Cultural Capital

In this section we report on the one hand on the results of the comparison about 
the expected learned outcomes, as shown on the Table 8.5, and on the other hand, 
the satisfaction degree will be described, categorized, analyzed, and compared 
among countries and genres.

When comparing countries, it is found that subjects from Botswana (M = 59.68, 
SD = 13.43) show a greater appreciation of their expected learned outcomes than 
the participants from Namibia (M = 46.90; SD = 20.12), and this difference is sta-
tistically significant (t(24, 929)= 2752; p = 0.011; g′= 0.87). The effect size is sufficient 
to be considered relevant in practice. Similarly, women (M = 57.74, SD = 14.90) 
report higher appreciation in their expected learned outcomes than men (M = 54.36, 
SD = 18.99), and there is a statistically significant difference (t(98)= 0.882; p = 0.0380; 
g′= 0.19); this effect size may be irrelevant in practice.

As already mentioned, the results about participants’ satisfaction once the pro-
gram ended are described. From the results shown below, the category “none” has 
been eliminated due to the very low existing frequencies. The results will be 
explained first based on an overall analysis and then by country and gender. The 
relationship between satisfaction and levels of educational attainment, the source of 
income, the perception on the household income, the source of funding, and the 
importance/relevance given by students to the participation in the program will also 
be explained (Graph 8.10).

As shown in the above graph, the highest levels of satisfaction rated by partici-
pants from Botswana are “very low” (23.8%) and “medium” (19%) categories; 
however, the highest rates for the Namibian participants are “high” (8.6%) and 
“very low” (8.6%). Equally, it is important to mention that “high” is the only 
 category in which Namibia has a higher percentage than Botswana; less common 
categories rated by Botswana participants are “high” (7.6%) and “low” (9.5%), and 
as for Namibian’s participants the lowest categories rated are “neutral” (1.9%) and 
“medium” (1.9%); these results allow us to see that although there is no repetition 
of a common pattern related to previous answers, most participants usually locate 
their responses in the lower or medium categories, especially in the case of Botswana 
participants.

The distribution on participant’s satisfaction on the TVET program by gender is 
shown on the table below (Graph 8.11).
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It is observed that there is a higher participation of women in all categories. The 
categories with the highest frequency for women are “very low” (23.8%) and “ 
medium” (16.2%) and for men “very low” (8.6%) and “neutral” (5.7%). Less com-
mon categories for women are “low” (8.6%) and “neutral” (12.4%), while for men 
the lowest are “high” (1.9%) and “low” (3.8%). It is also noted that subjects tend to 
be located in areas of low or medium satisfaction.

Social Benefits A description about the analysis on social benefit parameters is 
presented within this section. A concise description about the analysis was done 
regarding the social mobility dimension, balance of time, economic security (future 

Graph 8.10 Participants’ satisfaction on the TVET program, by country
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Source: Own elaboration from the data collected (questionnaries)

Graph 8.11 Participants’ satisfaction on the TVET program, by gender
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economic situation and future employment prospects), and intellectual development 
for both countries. The analysis will be done in general and by country of origin and 
by gender.

 (c) Social Benefits: Balance of Life Prior to the Participation on the Program

To report the results on the balance of life perceived by the students prior to par-
ticipation in the program, we have 77 data, of which the majority (29.87%) say they 
had a good standard of living; this group has an average age of 25.33 years old with 
a standard deviation of 4.18. They live with an average of 3.55 children per house-
hold, with a standard deviation of 3.37, and an average of adult living on the house-
hold of 4.68 with a standard deviation of 2.41.Similarly, 28.57% state that they had 
an acceptable standard of living; in this group the average age is 26.90 years old 
with a standard deviation of 4.24, and in addition to that, there is an average children 
of 4.68 lining on the household with a standard deviation of 5.13 and an average of 
4.79 adults living, with a standard deviation of 2.72. Also, 20.77% of all subjects 
mentioned that they have a poor level of life; the average age of this group is 
26.73 years old, with a standard deviation of 5.88; of this group there is an average 
of 4.13 children living in the household, with a standard deviation of 2.03, and an 
average of 5.60 adults living within the household with a standard deviation of 3.52.

Moreover, 14.28% of the total subjects perceive that they have a very good level 
of life; this group has an average age of 27.56 years old with a standard deviation of 
2.96; in this group there is an average of 5.50 children per household and an average 
of 4.40 adults per household with a standard deviation of 2.41 and 3.86, respec-
tively. And finally, 6.49% of the total sample consider themselves to have a very 
poor life; in this group there is an average age of 27.80 years old, with a standard 
deviation of 4.14; the average number of children per household is 4.13 with a stan-
dard deviation of 2.03, and an average adult living within the household is 5.60 with 
a standard deviation of 3.52 (Graph 8.12).

As shown in the above graph, Botswana has higher frequencies, in all categories; 
however, it is also evident that for this country, the most common categories are 
“acceptable” (24.67%) and “good” (19,48%) and for Namibia are “good” (10.38%) 
and “poor” (5.20%); the lowest frequencies for Botswana are “very good” (9.08%) 
and “very poor” (6.49%), and the lowest ones for Namibia are “acceptable” (3.89%) 
and “very poor” (0. 0%) (Graph 8.13).

As in the previous case, for all categories, there is a higher frequency of females 
than males. For both genders, the highest categories are “acceptable” and “good”; 
however, in the lower categories, the participation of female and male does not 
match, as women are closer to the extreme categories “very poor” (6.48%) and 
“very good” (10.38%) and for men are “very poor” (0.0%) and “poor” and “very 
good” with 3.89% each.

 (d) Social Benefits: Social Mobility (Future Employment Expectations)

To report on the results in terms of future employment expectations, there are 
102 data. It is observed that the majority of participants are entrepreneurs, and they 
would like to generate employment. For the majority of students (44.1%) of the total 
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sample who are self-employed with employees, participants of this group have an 
average age of 25.67 years old with a standard deviation of 3.46, the average num-
ber of children per household is 3.41 with a standard deviation of 2.33, and on aver-
age the number of adults living at the household is 4.24 with a standard deviation of 
2.70. The second most represented group is conformed by participants who expect 
to be employed once the program is finished. This groups represents 24.5% of the 
total sample, it has an average age of 26.86 years old and a standard deviation of 
3.83; the average number of children within the household is 3.57 with a standard 
deviation of 3.47, and the average number of adults per household is 4.78 with a 
standard deviation of 2.92.

There are also students, whose expectations are not positive; students who think 
that they will remain unemployed once they accomplish the TVET program. This 

Graph 8.12 Balance of life prior to the participation on the TVET program by country
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Graph 8.13 Balance of life prior to the participation on the TVET program by gender
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group represents 15.7% of the total sample, and has an average age of 25.25 with a 
standard deviation of 2.76; the average children per household is 4.63 with a stan-
dard deviation of 2.89, and the average number of adults living on the household is 
4.63 with a standard deviation of 2.87.

Moreover, 10.8% of the total sample would like to initiate their own business 
without having their own employees. The average age of this group of people is 
28.90  years old with a standard deviation of 3.90, and the average children per 
household is 6.64 with a standard deviation of 7.37, while the average number of 
adults per household is 5.82 with a standard deviation of 2.82. The lowest expecta-
tions from the participants (3.9%) refer to the full-time students where the average 
age is 24 years old (Graph 8.14).

As shown in the above graph, participants from Botswana have a higher fre-
quency on their participation in most categories, except for “full-time students” 
where there is a 2% participation for both countries Botswana and Namibia. 
Moreover, participants from both countries agree that the most striking option after 
the program is completed is to be self-employed and also generate employment 
(self-employed with employees); the second best option within both countries still 
is to find a job (Graph 8.15).

As for gender differences, it is noted that there is greater presence of women in 
all categories, and there is a total absence of men in two of them: full-time student 
and the category named “other.” Moreover, both genders agree that the most com-
mon options are being self-employed with employees or be employed, and the fol-
lowing options are self-employed without employees and being unemployed.

 (e) Social Benefits: Social Mobility (Future Employment Prospects)

In order to analyze if there is any improvement on the employment prospects 
once the students complete the TVET program and in comparison with the existing 
ones prior to the participation on the TVET program, there are 79 data in total.
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Source: Own elaboration from collected data (questionnaires).
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Graph 8.14 Future labor expectations by country
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37.97% of the total sample consider that their future employment prospects are 
much better, and this group has an average age of 27.08 years old with a standard 
deviation of 3.77 and an average of 3.75 children and 4.5 adults living within the 
household with a standard deviation for adults of 2.76.

There is a group of subjects, representing 31.64% of the total sample, who con-
sider themselves to have little better employment expectations once they complete 
the program, and the average age of this group is 26.92 years old, with a standard 
deviation of 4.30; the average children in this group household is 4.96, with a stan-
dard deviation 3.06, while the average number of adults within the household is 
4.96 with a standard deviation of 2.90.

As for the group of participants who think that the future employment prospects 
and opportunities will remain the same as they were prior to their participation on 
the TVET program (18.98%), the average age is 25.29 years old, with a standard 
deviation of 2.75; the average number of children per household is 4.86, with a 
standard deviation of 5.82, while the average number of adults within the household 
is 5.14 with a standard deviation of 2.71.

Furthermore, there are 6.32% of the total sample who considered their future 
employment prospects to be a “little worse”, and the average age of this group is 
25.80 years old with a standard deviation of 3.56; there is an average of four chil-
dren per household with a standard deviation of 1.87 and an average adult of 5.60 
with a standard deviation of 2.88 for this group. Finally there are 5.06% of subjects 
who think that their employment prospects after the completion of the program are 
“much worse,” of these, the average age is 25.80 years old with a standard deviation 
of 4.27 and an average of 3.75 children per household and 5.25 adults with a stan-
dard deviation of 2.21 and 3.86, respectively.
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Graph 8.15 Future labor expectations by gender
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From the information above, we can deduce that although many participants are 
not satisfied with the program, most of them have the perception that their future 
employment prospects have improved in relation to the existing ones prior to join-
ing the program (Graph 8.16).

As it is shown in the above table and graphic, there is a higher frequency of 
responses from the Botswana students than the Namibian ones in all categories. For 
Botswana, the highest frequency refers to “much better” future employment expec-
tations (30.37%) and “a little better” (27.84%). Meanwhile the highest frequencies 
in Namibia refer to “much better” (7.59%) and “about the same” (5.06%). Both 
countries agree that there is a very low frequency regarding the worsening percep-
tion on the future employment prospects. Therefore, we should highlight that in 
both countries, there is a clear tendency from all participants in the TVET program 
to think that they have better employment prospects than before (Graph 8.17).
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Graph 8.16 Future employment prospects, in comparison to the previous ones, by country
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Graph 8.17 Future employment prospects in comparison with the previous ones by gender
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As for the gender difference, in almost all categories, there is a higher frequency 
of responses from women than men. If we consider the group of students who think 
that their future employment prospects are “much worse” (5.06%) of the total share, 
there is the same percentage of men and women (2.53%), and from those who con-
sider that their future prospects are “a little worse” (6.35%), there is no male.

Moreover, the higher frequencies for both genders are “much better” (37.97%) 
and “a little better” (31.64%) followed by “about the same” (18.98%). This infor-
mation show us that the vast majority of participants regardless of the genre con-
sider that the program improves the employment prospects of the subjects and does 
not worsen them.

 (f) Social Benefits: Economic Security

In this section the results about the economic security will be explained, and 
there will be a crosscutting analysis comparing not only gender and country of ori-
gin variables but also the impact that the participants on the program are expected 
to have according to their future economic/income expectations, professional pro-
jections, and motivation for professional success.

To report about the expected income expectations, there are 66 data, of which 
74.24% of the total sample consider that their future income expectations will 
increase, and this group of subjects have an average age of 26.93 years old with a 
standard deviation of 3.91; within this group of subject’s household, there is an 
average of 3.47 children and 4.47 adults, with a standard deviation of 3.04 and 2.63, 
respectively. There is a 19.69% of the participants who consider that their income 
expectations will not change once the TVET program is completed, and for this 
group, the average age is 25.54 years old, with a standard deviation of 3.12; there is 
an average number of 3.42 children and 4.50 adults living in the households, with a 
standard deviation of 2.61 and 3.06, respectively. As for the group of people who 
think that their economic or income expectations will decrease (6.06%), those share 
a 25.25-year-old average, with a standard deviation of 1.25, and the average chil-
dren within the household is 4.5 with a standard deviation of 2.38, while an the 
average number of adults is 5.25 with a standard deviation of 3.94 (Graph 8.18).

Graph 8.18 Future income 
expectations by country
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The most frequent expectation from students in both countries, is an increase on 
their future income 65.14% of students from Botswana and 9.09% of students from 
Namibia, consider that their future income will increase. This group represents the 
74.24% of the total sample. However, 13.63% of the subjects in Botswana think that 
their economic situation in the future will not change (19.69% of the total), a higher 
percentage than Namibia with 6.05%, ranking the second position regarding future 
income expectations. There is a group representing 6.06% of the total sample, that 
consider that their future income expectations will decrease, 5.4% of the subjects 
from this group are from Namibia and 1.51% from Botswana (Graph 8.19).

Regarding gender analysis, it is observed that 56.05% of the total women con-
sider that their future income will increase, 13.63% believe that their income won’t 
change, and there is no female that thinks that she will have a worse economic situ-
ation once the program finalizes. As for men, 6.06% think that their income will 
decrease, although the majority of them (18.18%) think that theirs will increase, and 
6.05% believe that their income situation will stay still.

 (g) Social Benefits: Intellectual Development

In this last section, we find the results to the questions that refer to the influence 
that the program has had on the participants’ intentions to continue learning and the 
general balance of time that students perceive to have between their participation on 
the course and their actual life situation.

The perceived intellectual development that participants have reflect that there is 
a general will from the subjects to continue study in both contries. Most participants 
(41.75% of the total sample) have the intentions for further study. This group has an 
average age of 26.54 with a standard deviation of 4.66; there is an average of 4.41 
children per household and an average adult of 5.26 with a standard deviation of 
3.57 and standard deviation of 2.76, respectively. 24.17% of the total sample has 
little intention to further study, and this group is represented by an average age of 
24.86 with a standard deviation of 3.19, an average of 4.14 children per household 

0.00%

10.00%

20.00%

30.00%

40.00%

50.00%

60.00%

Decrease No change Increase

Female Male

Source: Own elaboration from the data collected (questionnaries)

Graph 8.19 Future income expectations by gender

8.1 Quantitative and Qualitative Analysis



166

with a standard deviation of 3.35, and an average of 4.14 adults with a standard 
deviation of 2.86. There is a group of respondents who have substantial willingness 
to continue studying (13.18%). Finally, 4.39% of the sample have no intentions to 
further study, and this group has an average age of 25.25 years old with a standard 
deviation of 0.50, an average of 8 children per household with a standard deviation 
of 10.86, and an average of 4 adults per household with a standard deviation of 2.94 
(Graph 8.20).

As it is shown on the above graph, there is a higher number of participants from 
Botswana in all categories; most of them are eager to continue studying which are 
equivalent to 34.05% of the total sample. As for Namibia, the highest categories 
represented by a lot and a little are the most frequent ones with a share of 7.69%. 
The lowest category would be none/nothing (1.09%) and substantially with 0.00% 
(Graph 8.21).

There is a higher frequency of women in all categories that have stronger inten-
tions to continue study than men.

 (h) Social Benefits: Expected Balance of Life After Completion of the TVET 
Program

The analysis in relation to the expected balance of life after the program finaliza-
tion/completion has been done with all the 94 existing data. 28.72% of all partici-
pants consider a very good balance of life; the average age of the subjects within this 
group is 26.81 years old, with a standard deviation of 3.27; and there is an average 
of 4.12 children with a standard deviation of 3.95 and an average number of adults 
per household of 4.73 with a standard deviation of 2.58. From those participants that 
consider themselves to have a good balance of life (29.78%), these have an average 
age of 26.50 years old with a standard deviation of 4.36, and the number of children 
and adult per household is 3.74 and 4.37, with a standard deviation of 2.29 and 2.70, 
respectively. As for the subjects that consider themselves to have an acceptable 

Graph 8.20 Intentions to continue studying by country

8 Quantitative and Qualitative Analysis



167

 balance of life (21.27%), their profile corresponds to a 26.38-year-old student, with 
a standard deviation of 2.91, an average of 3.75 children per household with a stan-
dard deviation of 2.69, and an average of 5.06 adults per home with a standard 
deviation of 2.88. Moreover, there are 15.95% of the total participants considering 
that their balance of life is poor, with an average age of 24.86 years old and a stan-
dard deviation of 3.52 and a number of 5.86 children and 5.29 adults per household 
and a standard deviation of 6.41 and 3.62, respectively. Finally there are 4.25% of 
the total stock that have a very poor balance of life, of these the average age is 
25.25 years old with a standard deviation of 0.50, and there is an average of 2.50 
children per household with a standard deviation of 1.73 and an average of 5 adults, 
with a standard deviation of 1.41 (Graph 8.22).
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As noted above, on the one hand, Botswana has its highest frequency as a repre-
sentation of a good balance of life (26.58%) and the lowest frequencies representing 
a very poor balance of life (3.18%), and on the other hand, Namibia shows its high-
est frequency in a poor balance of life (7.44%) and the lowest one referring to a very 
poor balance of life (1.06%) and acceptable (2.12%); nevertheless the frequency 
related to a very good life (6.38%) is not a low frequency (Graph 8.23).

As for the gender comparison, as shown on the above graph, women in general 
make a more positive life balance than men.

8.1.1.3  Key Effects Produced by the Implementation of the BEAR 
Program

In addition to the above analysis, this research study have introduce a complemen-
tary assessment on key factors that could show us a broad overview about some of 
the main effects produced by the implementation of the BEAR program in both 
countries. Nevertheless, as mentioned before, the final element of this chapter is 
complementary to the previous analysis that has been conducted and described in 
detail.

• Expected improvement on future economic situation

The analysis about the expected improvement on the future economic situation 
perceived  from participants, reflects that  meanwhile in Botswana the highest 
 frequency corresponds to participants perceiving  significant improvement on the 
future economic expectations (a lot, 26.4%); in Namibia, the highest frequency cor-
responds to the participants who are quite skeptical about the improvement of their 
future economic expectation (little: 8%). Moreover, it is clear that participants in 
Botswana are more optimistic in their expectations, as 11.5% of the total stake in the 
country consider that their future economic expectations will improve substantially, 
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and at the same time, there are 16.1% who remain neutral on their thoughts and 
17.2% who state that there will be a little improvement in their future economic 
expectations; to conclude, 8% of people do not have any improvement expectations 
on their future economic situation.

In Namibia, as mentioned above, participants are more skeptical about the 
future improvement on their economic situation based on the effects of having 
participated on the TVET program. Beside the 8% of participants who consider 
that the future improvement will be little, 3.4% of the total stake in the country do 
not have any improvement expectation, another 2.3% remain neutral on their 
answer, and 6.9% consider that the economic prospects will improve substantially 
(a lot) (Graph 8.24).

• Expected improvement on getting new professional opportunities

As for the expected future professional opportunities, it is found that before join-
ing the BEAR program, most of students’ employment expectations were to be 
unemployed (41.3% of the total sample) or to be employed (19.2%); the perception 
changed, and participant’s perceptions on their future professional expectations 
once they started the TVET program shifted as most of them consider that they will 
be self-employed with employees (33.3%) or employed (19.6%). Therefore it is 
shown in the graph below that the BEAR program has brought hope and an optimis-
tic view of their future, and it enhanced the entrepreneurship skills of the BEAR 
program students (Graph 8.25).

Moreover, if the analysis is done by country, 32.5% of the stake consider that the 
future professional opportunities improved a lot, 25.3% consider that they improved 
substantially, 19.3% have a neutral opinion (do not consider that there is any 
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change), 14.5% think that there is a little change on the future expectations, and 
8.4% think that there is none.

• Participant’s perceptions on the improvement of their own Professional success

The expectations that participants have in relation to their own perceived profes-
sional success (according to their own goals) in their careers, show that most of 
them, 48.3%, consider that participating on the BEAR program has improved their 
expectations a lot, 19.5% substantially, 12.6% neutrally, and13.8% a little, while 
5.7% think that it hasn’t affected their expectations at all (Graph 8.26).

In the above graph, it is shown the participant’s perception in both countries 
about the expected professional success once they finalize the TVET program. In 
this case, the highest frequency corresponds to the same category of expectations in 
both countries; participants in Botswana and Namibia consider mostly that their 
professional success will improve a lot once they complete the TVET program, 
representing a 37.9% of the total sample in Botswana and 10.3% in Namibia. 
Moreover, there are 17.2% of participants in Botswana who consider that there will 
be a substantial improvement on their professional success. Besides that 10.3% of 
subjects in Botswana are neutral on this perception, 8% think that they will have a 
little improvement on their professional success, and 4.6% think they will have no 
professional success at all.

In relation to the expectations from the Namibian participants, besides the high-
est national frequency, there are 5.7% of subjects who expect a little professional 
success; in addition to this, there are 2.3% of participants who either consider a 
substantial professional success or hold a neutral position; and finally 1.1% think 
there will be no success.

As it has been done with other dependent variables, the scores of these three dif-
ferent types of future expectations have been added, as a single and common score, 
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and the Student t-test has been applied in order to compare and analyze the differ-
ences among countries and gender (Table 8.6).

When comparing countries, we found that participants from Botswana (M = 10, 
SD = 3.54) perceive a higher level of impact from the participation of the program 
(higher future expectations) than participants from Namibia (M  =  10.00, 
SD = 4.41). However, this difference is not statistically significant (t(21, 80)= 0.836; 
p = 0.412; g′= 0.00).

As regards comparison among gender, women (M = 10.767, SD = 3.63) report 
higher scores on the impact of the program than men (M = 10.762; SD = 3.63), and 
this difference is not statistically significant (t(79)=0.005; p = 0.996; g′= 0.00).

• Improvement on the Socioeconomic Status

The final graph shows clearly the change on the perception about the socioeco-
nomic status (SES) before and after the participation on the TVET program. Before 
joining the BEAR project, participants consider that their socioeconomic status was 
mainly acceptable or on a lower degree good; once the participants joined the TVET 
program, they changed their perception as they expected that their social economic 
status after participating in the BEAR would be good or very good (Graph 8.27).

8.1.2  Qualitative Analysis

While quantitative research involves statistical sampling techniques and revolves 
around some form of measurement, the qualitative research methods focus on what 
the participants’ behavior means to them. Qualitative research is rigorous and 
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involves its own set of data collection and analysis methods that ensure the trustwor-
thiness of the findings (Hoaglin et al. 1982; Koro-Ljungberg and Douglas 2008).

The primary purpose of this qualitative research method used, as mentioned pre-
viously, was to elicit key participants’ opinions, feelings, experiences, and under-
standing on the influence of UNESCO on the development of TVET systems in 
Botswana and Namibia.

It was important to allow the participants’ flow of ideas, experiences, and 
thoughts (that have hitherto not been studied), which was best done by giving the 
respondents open room for expression through semi-structured interviews and focus 
group discussions. This study aimed to find out “how” and “why,” in addition to 
“what” and “how many”; therefore a qualitative approach will complement the pos-
itivist/quantitative approach. For this reason the study selected use of semi- structured 
interviews, focus groups, questionnaires. and observation in order to understand and 
capture the point of view of the people without predetermining those points of view 
through prior selection of questionnaire categories (Patton 2002).

The qualitative methods used include three different areas. The first one will 
establish the different social impact dimensions that UNESCO’s TVET program 
has had in both countries at different levels in order to determine the existing rela-
tion between the social impact and the pressures of implementing mass education.

The second one will describe, on the one hand, the influence of UNESCO and its 
role as international organization on the development of national TVET systems 
and, on the other hand, the existing relation between development of national TVET 
education systems and the pressures of implementing ways of mass education 
worldwide.

In total there have been 28 persons interviewed, 17  in Botswana and 11  in 
Namibia. The analysis will consider five different groups of representative stake-
holders: (1) policy makers which include UNESCO policy makers and staff, (2) 
TVET experts (national experts at TVET institutions, curriculum developers,  quality 
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assurance officers, etc.), (3) international experts (KRIVET staff); (4) TVET BEAR 
project implementers (TVET teachers at technical and vocational institutions and 
piloting centers for BEAR project), and (5) industry representative in the sectors of 
study for both countries in Botswana and Namibia (Fig. 8.2).

The analysis will follow the structure of the interviews.

8.1.2.1  Analysis on the Social Impact Related to the Development of New 
TVET Systems at National Level

 – The project was needed.

UNESCO’s project, named Better Education for Africa’s Rise was needed 
in both countires, Botswana and Namibia. At the policy maker level, the implemen-
tation of UNESCO’s project responds to the request made by the SADC member 
states in 2008 and the approved proposed strategy at the 181st session of UNESCO’s 
Executive Board, for supporting technical and vocational education and training 
(TVET) in 2010–2015.

According to the Chief Manager of the BEAR project at UNESCO HQ, the 
implementation of the BEAR project also responds to the willingness of the Korean 
government that wanted to share their funds and expertise with some developing 
countries, by financing an extra budgetary UNESCO South-South Cooperation 
project.

The South-South Cooperation is a broad concept that refers to a wide range of 
collaborations between developing countries and more specifically refers to coop-
erative activities between newly industrialized southern countries and other less 

Fig. 8.2 Group of stakeholders at UNESCO TVET project

8 Quantitative and Qualitative Analysis



175

developed nations of the south. The aim of this type of cooperation is to promote 
self-sufficiency among southern nations and to strengthen economic ties among 
states (Corbin 2006).

The Korean government wanted to share their expertise in terms of economic and national 
development, because South Korea has a lot of experience which is not different from the 
reality that the BEAR developing countries are experiencing now. So the Korean govern-
ment wants to help other countries by sharing knowledge and experience (Chief Manager 
of the BEAR project at UNESCO HQ).

UNESCO representatives at the National Commission in both countries also 
agreed on the necessity of the project; they see TVET as key element to improve the 
national economic development in their countries. According to them the impor-
tance of the project implementation is based on the reinforcement of the existing 
capacities at the national TVET institutions and training authorities, and they per-
ceived that the project could be a solution for the youth unemployment. According 
to both UNESCO national project officers in Botswana and Namibia, the project 
was a need in both countries.

In Botswana the NPO consider that “the project came at the right time” (NPO, 
Botswana). The reason for this statement, which is also shared by the TVET experts 
from the national TVET institutions (DTVET; BQA; QAA) and also by TVET 
teacher at the technical colleges, is that there was a general consensus about the lack 
of  prestige and dysfunctionality of the previous TVET program named BTEP 
(Botswana Technical Education Programme policy); the experts’ dislike the pro-
gram, and their perception about the BTEP was that it was not well developed. 
According to them:

The TVET colleges were abandoning the system and they were buying franchised programs 
to fill the gaps in the provision. The reason for this was that the curriculum was very low 
level, it was over-complicated, including the validation approval process (NPO, Botswana).

The TVET teachers at Botswana technical colleges consider that the idea of the 
BEAR project was well conceived: “it helped identifying some existing gaps in the 
hospitality industry programs” (Principal at the GTC, Botswana). It introduced a 
new approach of exchanging knowledge, ideas, and expectations between the indus-
try, the developers, and the implementers; this interaction between all parties and 
stakeholders seems to be identified as an explanation of why the BEAR project was 
needed.

In addition to that, in Botswana, TVET experts mentioned that the importance of 
the BEAR project relies partly on the support received at the national TVET institu-
tions like DTVET, BQA, and QAA to review the existing TVET programs and try 
to address the problems that they encountered there.

Through the BEAR project somehow we tried to address the problems we have encountered 
in our programs. It has helped us with the revision of our local programs (Head of QAA, 
Botswana).

It was needed and it came at the right time because we were really struggling with the 
review of the curriculum (Officer at the Policy and Development Division at DTVET, 
Botswana).
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The industry also considers that the BEAR project was needed. According to 
them the national TVET institutions in Botswana were developing the curriculum 
by themselves and facilitating the training, and the BEAR project manages to close 
this gap by involving the industry.

 – The main goals achieved by the project.

In Botswana, according to the national project officer, the first goal achieved is 
the finalization of the labor market analysis that made possible the matching among 
the skills requirements from the industry and the curricula offered by the technical 
schools. This goal improves the national development in general terms.

One of the main goals, it is that the curriculum team have aligned the curriculum develop-
ment process with the skills required by the industry in order to develop the skills on stu-
dents that will be required by the industry once the program is accomplished (Assistant 
NPO, Botswana).

Secondly, the TVET experts consider the development of curricula for the 
selected trades (Chef and tourist consultant sectors) is the main goal achieved. The 
curriculum development has been considered a highly cost-effective process, where 
the team has met regularly to review, reflect on the ongoing process, and make the 
necessary improvements. It has brought policy developers and implementers 
together, closing gaps and getting feedback from each other.

The Curriculum development it was effective, fast and precise to the point. Curriculum 
Development was very cost-effective; the Curriculum Development process was faster than 
usual and Effective because it was well coordinated, relevant to stakeholders and with the 
involvement of the industry. (Head of QAA, Botswana)

The group of teachers at the technical schools considers that the incorporation of 
work placement training on the curricula is definitely one of the main goals achieved. 
In addition to that, the new opportunity to get a diploma level is considered as a 
backbone. Until the date the BEAR started, students could only go for a certificate, 
and the BEAR project generates the possibility for students to further study and get 
a diploma. This element has been strongly emphasized from the teachers at the 
technical schools.

All the interviewees in Botswana emphasize the importance of measuring the 
outcomes and outputs resulting from the implementation of the project, quantita-
tively. In 2 years’ time, after completion of the program, there will be empirical 
evidences on how the private and public sector reacted once the students finalized 
the program and went to the industry, and the impact on the labor market will be 
measurable by knowing how the labor market absorbs the new graduates from the 
TVET schools.

We cannot measure the impact until the students go to industry and we can see the reaction 
of the private and the public sector. You will be able to see if there is a difference or not and 
if you think there is something different that could make any difference in the long run, you 
will certainly know at that time. (GTC Business Studies-Head of Department, Botswana)

The national project officer, states that the number of industry people involved 
in the curriculum development process is close to a hundred, and this amount 
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guarantees that the work done will meet the needs of the industry; moreover, the 
number of teachers involved in the process is close to 40 members, which shows a 
high commitment and a strong capacity building factor. This quantification of the 
outputs shows an empirical evidence of the perceived success of the project, by the 
national project officer.

The industry considers that one of the main goals achieved, which make the 
project successful, is that the national project officer was able to identify the right 
people to be involved in the project and gave them the role of facilitators; otherwise, 
it could have been a waste of time and energy because the project would have been 
a failure.

As industry, we have identified people who needed to be involved in this project who were 
key to ensure that the success of the project, therefore we have to identified the right people 
from industry. (Executive Director CIFT, Botswana)

In Namibia, the perceived goals achieved so far by the different actors not always 
do follow a common pattern. The representative of UNESCO at National 
Commission in Namibia clearly enumerates the goals achieved. According to this 
person, the most important goal is that the project has repositioned TVET within the 
national development agenda. Secondly, it has built capacities on curriculum devel-
opment to national TVET experts through the workshops that have been 
conducted.

But the main goal achieved is the prominence that TVET deserve in the present global situ-
ation. That governments can now see that a lot of the population can be caught on skills 
development. (Namibian NATCOM)

Moreover, the collaboration with the private sector on the development of the 
project and specifically their involvement in the qualification development, is 
regarded as a challenge and a great achievement.

Another achievement is to bring the private sector on board on this project, is a sensitive 
sector in terms of economic support and to get them involved in qualification development 
is an achievement, is a great challenge, but they are willing to assist. (NPO Namibia)

Moreover, the generation of new partnerships at international level amplifies the 
national network and improves the bilateral relations between different countries, to 
further cooperate in new domains.

Establishing relationships with credible international partners like HRD Korea, and like 
KRIVET and those there is a possibility to open new collaboration in other areas, and 
beyond the bear project, the Koreans is very ready to help, it is just a matter of setting down 
and to see which are out needs and how they can assist. (NPO, Namibia)

In addition to what has been mentioned above, the experts on VET standards 
include also the creation of the Namibian Skills Competition, as an achieved goal.

 – How UNESCO project benefits the country development process in general 
terms.

According to the chief manager of the BEAR project at UNESCO HQ, the BEAR 
project benefits both (Namibia and Botswana) countries’ development process in 
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terms of economic development gained by the expertise and experience from the 
donor country.

In Botswana, the national project officer summarizes simply, in one single sen-
tence, how the BEAR project benefits the country development process: “Transform 
rather than transpose is the key for the project in terms of development.” The BEAR 
project has transformed the existing TVET system according to the needs of the 
country, considering not only the context but also the culture and the society where 
this system is implanted. Rather than transposing or imposing a foreign system or 
approach, the BEAR project has taken advantage of the existing skills from national 
and international staff, so that the independent learning has been the approach 
developed.

We use the skills of the staff to transform what already exist and not to just buy systems 
from oversees. Therefore what you will find is more suited to the college environment and 
to the needs of the country and it is also culturally suited to the staff and students (NPO 
Botswana).

The representative of UNESCO at the National Commission (NATCOM) as well 
as the assistant NPO considers that the project will benefit the country development 
process in terms of the investment that the government is doing on national human 
capital. This is perfectly aligned with the National Development Plan 10 (NDP10) 
for the period 2009–2016 and Vision 2016, outlining the national aspirations to 
become “an informed and educated society that would turn to a productive, prosper-
ous and innovative society” (Vision 2016). According to the interviewees, the gov-
ernment is sponsoring all the tertiary students, so that once they complete their 
studies, they will enter into the labor market and get back the investment from their 
taxes.

The graduates produced under the BEAR project would be absorbed by the industry. This 
means that they will get paid properly and they will be paying taxes, so there is a percentage 
of their revenue that goes back to the economy of the country and it also helps by improving 
the economy that is how the BEAR project will help the country development. (Assistant 
NPO, Botswana)

The National TVET experts from DTVET share the same perception as the 
NATCOM representative and the assistant project officer; according to them the 
project benefits the country development process in general. The Human Resource 
Development Council (HRDC) which is responsible for planning the priority areas 
for the country development process selected tourism as one of the ten priority areas 
for the national development and as a key driver of the Botswana economy. It is 
expected that the BEAR project will improve the tourist sector and improve the 
national income generation.

The Human Resource Development Council (HRDC), which is responsible for planning the 
development for the whole country, has set ten priority areas to focus; one of these areas is 
the Tourism sector and the BEAR Project has contributed to that. Tourism is one of the key 
drivers of our economy, we think if we are able to develop adequate and well trained human 
resource that is going to somehow improve the sector it will improve the income generation. 
(Chief Education Officer at DTVET)
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The experts from the Botswana Qualifications Authority (BQA) consider that at 
this particular moment in time, the government is trying to diversify the economy; 
so far the economy depends on the diamond industry, but the government would like 
to reinforce other sectors, and tourism has been selected as one to further develop its 
potential. Therefore, the BEAR project will contribute to the national development 
as it develops the potential from the tourist sector, improving the learning process 
for the students in this area, which will at least affect the delivery of good quality 
service.

Tourism is one of the areas that this country is actually leveraging on and therefore since 
these qualifications and programs are been targeted by BEAR it maybe be an improvement 
of services in those areas. (Qualification Development Officer 2, BQA, Botswana)

Moreover, through the provision of good training on this sector, the BEAR proj-
ect will eventually attract more tourist and increase the income generation. Attracting 
more people from outside the country will create a platform upon which the country 
will improve other services and create more opportunities in other sectors.

In Namibia, there is also a clear vision on how the BEAR project does benefit the 
country development process. The head of UNESCO office in Windhoek states 
clearly that “TVET is and will be the future of Africa” emphasizing the importance 
not only in Namibia but in all Africa. The head of UNESCO office in Windhoek 
also states that there is a social stigma about the jobs, generated by TVET, these jobs 
are the future for the development of the African nations, this existing stigma 
socially impede that the good students freely select TVET as the preferred path way 
for study, they are socially forced to go to university and study a bachelor or master 
degree that will bring them to unemployment just because study at the university is 
socially very well considered. There is a clear need to reform the education system 
in the nation; all the education system has to be changed completely, to find the 
adequation between the needs of the labor market and the studies offered by the 
education system. The first requirement to succeed on the country development 
process is to revitalize the TVET sector.

UNESCO project can benefit the general development process by “giving more 
value to the TVET System.” It helps by improving the social recognition of the 
TVET professions, to visualize socially that not everybody can do TVET, by 
upgrading the requirements to be accepted for studying TVET courses as if there 
were same, the requirements needed to go to the University. This will be the essence 
to re-bump the value of the TVET system within the national context, according to 
the head of UNESCO Windhoek Office.

UNESCO project in particular should give more value to TVET system. Let’s not give the 
impression that to be a mechanic or a plumber is when you did not succeed to be a lawyer, 
here is where UNESCO will need to give value to do TVET. Not everybody can do TVET 
if you want to do TVET you need at least an A level, like if you were going to University 
(Head of UNESCO Windhoek Office, Namibia).

Secondly, UNESCO could contribute to re-bump the national TVET system 
involving the civil society in this process.
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The social society should be involved into this process, it means that you will have a lot of 
people from civil society doing these jobs that are now neglected and considered and a 
second zone jobs, and are main and important jobs. UNESCO has to involve the civil soci-
ety to re-bump the TVET system (Head of UNESCO Windhoek Office, Namibia).

Moreover, the reality for most of the African countries is that their economies are 
based on the primary sector activities derived from agriculture, mining, etc.; there-
fore, there is a clear gap between the needs required from the labor market and the 
skills delivered by educational institutions. The education systems continue to 
deliver thousands of bachelor’s and master’s degree students specialized on activi-
ties from the service sector. This is another reason why the reform of the education 
system is justified, by the head of UNESCO office in Windhoek.

For the Namibia Training Authority experts (NTA), the UNESCO project is well 
aligned not only to Namibia’s national economic growth strategy, named Vision 
2030, but also to the national strategy for the VET sector, which implies that the 
project will benefit directly on the general economic development process at 
national level. The sectors developed by the BEAR project are considered key sec-
tors, in terms of national economic development, so UNESCO will help to position 
these sectors as key drivers for economic growth.

I think the overall objective of the project is very much aligned to our own strategy for the 
VET sector. The construction and mining sector are considered key economic sectors in 
terms of National economic development. In terms of our own macro economic growth 
strategies, vision 2030, these sectors are key sectors, and also become key drivers for eco-
nomic growth. (Communication Officer – NTA, Namibia)

The NTA five year strategies is not only strategy for the organization but for the country 
VET sector at large. Because the NTA is the custodian of VET and we are responsible for 
ensuring that we establish that relevant VET regime. (Communication Officer  – NTA, 
Namibia)

The Namibian Ministry of Education officials share a discourse that emphasized 
the importance of TVET as the driver for economic growth in the country; this state-
ment is aligned with the explanation provided by the head of UNESCO Windhoek 
Office. So the importance of UNESCO project within the general development of 
the country is reinforced.

Today, our minister said that TVET is the driver for the Economic growth in our country, 
that elevates the importance of NTA and the role that needs to play in establishing the VET 
sector as key driver for economic growth and ensuring that it indeed lets up to that expecta-
tion: to drive all country economic growth and to support other goals that follows after that 
which is overall development in terms of our education sector and the empowerment of our 
young people (Communication Officer – NTA, Namibia).

The representative of the Namibia National Commission (NATCOM) and the 
curriculum developer officers at NTA consider that the BEAR project brings eco-
nomic stability in terms of the absorption of TVET skill people, in the job 
markets.
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I believe that in general this project brings economic stability for more absorption of the job 
market. It is important because the BEAR project develops and educates for diverse skills. 
(NATCOM, Namibia)

 – How UNESCO project benefits the national education system

The BEAR project benefits the national education system, clearly as it has 
upgrade the TVET qualifications from the certificate level to the diploma level. In 
addition to this, the previous TVET program used at national level, named BTEP, 
needed 5 years to develop a single curriculum, but with UNESCO’s BEAR project, 
the efficiency of the curriculum development process has improved substantially, in 
terms of time, quality, and assessment.

In terms of development of National Education Systems, when we did the Labor Market 
Analysis we found that there were far too many graduates at lower levels (certificate levels) 
so with this project we were able to develop a diploma level (NPO Botswana).

Experts from DTVET include two other elements in which UNESCO’s BEAR 
project is contributing to the benefit of the national education system. The first 
one –which is linked to the next interview question – is that the BEAR project is 
strengthening the TVET provision in the country, as the project involved private 
providers in education, and the capacity that has been built goes beyond the public 
institutions.

It strengthened the TVET provision and also contributing to the relevance of the Provision, 
as the project involved private providers in education, the capacity that was built and the 
experiences that were shared extended even beyond the public institutions. (Chief of educa-
tion officer at DTVET, Botswana)

The second one is that the BEAR project increases the access in the technical 
schools.

We cannot talk much about quality because we have not had any graduates to see how they 
are doing. In terms of access, they are increasing the number in institutions, we have been 
struggling with increasing the numbers, and it is improving access. (Development and 
Delivery Unit of DTVET, Botswana)

To conclude, the experts from BQA mentioned that the BEAR project has benefit 
the national education system from the benchmarking conducted and will serve the 
students to compete on a global market not only at the national level but at the inter-
national level.

The last thing is that because we were bench marking, we expect that the graduates of these 
programs will not only be able to serve in the country but can actually work even outside 
the country where services are required. (Qualification Development Officer  – BQA, 
Botswana)

In Namibia, the head of UNESCO Windhoek office emphasizes what this person 
was previously mentioning: UNESCO through the implementation of the BEAR 
project should advocate for a reform of the national education system, and this is the 
way in which the UNESCO project will benefit the national education system.
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I think that the Country Development Process will be pushed by TVET education. You need 
to reform the Education system to find the adequation between the needs of the market and 
the people you are training (Head of UNESCO Windhoek Office, Namibia).

The experts from NTA highlight that the UNESCO project is benefiting the 
national education system, by taking the lead in the development of qualifications 
that were not existing before as process plant operations and by reviewing and 
improving those qualifications that have been registered already (carpentry).

In terms of the National Education System, UNESCO project is involved in the develop-
ment of the specific qualifications that have not been necessarily been in existence before 
and to also review and improve on those qualifications that have been registered already, so 
in terms of the overall national education system, yes I think they bring support. 
(Communication officer – NTA, Namibia)

 – How UNESCO project benefits the TVET system in particular

This question has a common answer from all the interviewees, in Botswana. On 
the first place, the BEAR project didn’t transpose a foreign TVET system that was 
not suitable for the country. UNESCO project transformed the existing TVET sys-
tem, improving the efficiency and adapting it to the needs of the country.

The previous TVET system (BTEP) was imported from Scotland and there were many 
concepts that were not suitable for Botswana, so we were able to adjust the system with the 
Blueprint and the assessment approach and even with the DACUM approach, the writing of 
the curricula, which means that the TVET system now is more efficient and relevant, that 
what it was previously. (NPO, Botswana)

Secondly, the UNESCO project benefits the TVET system through the curricu-
lum development approach used (DACUM); it has been considered a successful 
approach, and it is expected to be applied to other programs for all TVET sectors.

The DACUM process it strengthened the processes that we had. (Chief Education 
Officer – DTVET)

The curriculum development approach used with the BEAR program can be adopted to all 
TVET programs not just for the tourist sector (for Hospitality and Tourist Management). 
(Head of QAA, Botswana)

The very same approach might be considered for been applied to other programs. (Program 
Development and the Delivery Unit of DTVET)

Thirdly, the implementation of the labor market analysis prior to the curriculum 
development process helped to close the gaps between the labor market requirement 
and the type of training that was offered at technical schools.

Through the BEAR project we have been able to incorporate the labor market into our 
TVET practices, into our TVET processes. The BEAR project helped us to get to know 
which were the gaps in the TVET system from the employers’ perspective. (NATCOM, 
Botswana)

Fourthly, the BEAR project closes the existing gaps in the TVET provision at 
national level, providing new opportunities for everybody, not just people with a 
particular profile.
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The BEAR projects close the existing gaps in the TVET system, for those without skills or 
those with skills but without education, it does not only look just at certain people, it looks 
at everyone. (Assistant NPO, Botswana)

Fifthly, the introduction of examinations, rubrics, and workplace learning is ben-
efiting the TVET system. On one hand, the teachers and industry appreciate it, as it 
can measure the competency of students, and on the other hand, workplace learning 
ensures that the skills that students acquire are the ones required by industry.

UNESCO introduced workplace learning where students learn, making sure that they 
acquire the latest skills and trends we used in the industry. (Executive Director, CIFT)

The BEAR project has introduced examinations and rubrics, the industry appreciates that 
because they are able to measure the competency of our students. (Business Studies-Head 
of Department, GTC)

In Namibia, the interviewees also agree on the same perception about how 
UNESCO contributes to the improvement of the national TVET system.

First of all, UNESCO project adds value to the national TVET system in itself, 
through the transformation of the existing TVET system, by improving the effi-
ciency and adapting to the existing needs of the country, as it has been done in 
Botswana as well.

UNESCO project has shown us what the existing gaps within our system at this point in 
time, the project is highlighted the fundamental changes required in our structure and in our 
systems, and processes, we have to create our own system on the basis of existing context 
in the country. (NPO, Namibia)

UNESCO project benefit the general development process by giving more value to the 
TVET System. (Head of UNESCO Windhoek Office, Namibia)

The development of the National Skills Competition in Namibia, has also helped 
to add value and recognition to the TVET system, as the team formed is participat-
ing with the support and training of the international experts in the World Skills 
Competition.

By introducing the Namibian skills competition, people get exposure, to come, realize and 
see people performing, and it will uplifting the standards of VET through that advocacy and 
that promotion in general. (Manager VET standards)

Secondly the curriculum development process used by UNESCO project has 
shown a more efficient approach and cost-effective one, which can be adapted to the 
national context and is able to build national capacities easily if implemented with 
the support of the DACUM experts. Moreover, the assessment introduced by 
UNESCO project is perceived as more relevant and accurate, in terms of measuring 
student’s competences and capabilities.

In terms of how curriculum is been developed and it is been implemented, UNESCO proj-
ect is already improving the quality of our TVET curricula in Namibia. (Manager VET 
standards, Namibia)
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Thirdly, the equipment provided and donated by UNESCO will remain and will 
benefit the TVET system in terms of the capacities that the students can acquire, by 
the learning process obtained when they use this equipment.

In general the equipment donated through UNESCO, will benefit the training for many 
many years to come, as students will use it. (Director General Manager of Operations-NTA, 
Namibia)

 – How UNESCO project benefits the life of civil society

The same answer has been mentioned by all interviewees in both countries: 
“Providing the students with a job is the key, because it helps all part of society” 
(NATCOM representative, Botswana).

In both countries, it is expected that the graduates produced by UNESCO project 
will be absorbed by the job market; once they are employed, they will be able to 
earn money, pay taxes, and support their families and be the catalyst to improve 
other people’s lives.

The students who got qualified through UNESCO project, they can be employed later so the 
skills that they are acquiring here can relief the socio-economic status. Not just of the stu-
dent’s but of their family as well. (Director General Manager of Operations, Namibia)

Botswana is a very social oriented country, so if you have a job and you earn money you 
help your brothers, and sisters, so you earn salary is not just for yourself, it is to help every-
body else. (NPO, Botswana)

We hope that after completing these programs, they will be employable. (Curriculum 
Developer Officer, DTVET, Namibia)

The lives of the civil society obviously if these people you know, they have what it take that 
this is the end product. The graduate, they will be able now to get employment. In terms of 
the society, the civil society; there will be employment and the students from this program, 
will be quality and qualified workers so it will also improve the economy of the country. 
(CIFTS, Botswana)

In Botswana, there was an employment gap; within the tourist sector, there are 
around 3000 vacancies. The BEAR project increases the utilization of the colleges, 
so the number of graduates increases to fulfill the human capital needs from the 
sector.

In terms of civil society providing the students with a job is the key. The projected employ-
ment gap, for hospitality and tourism industry, was something about 3000 vacancies, 
through UNESCO project, we were able to increase the utilization of colleges, increase the 
number of graduates, we have the potential for employ graduates and to go into society, to 
be productive, to earn money, to pay taxes, to support their families and use them as a cata-
lyst to improve the life of people. (NPO, Botswana)

In addition to what has been mentioned above, the BEAR project improves the 
opportunities for all (people who have the skills but no education and people with 
education but not skills) and improves the access for better education and profes-
sional opportunities, through the changes introduced by the BEAR project.
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The BEAR project is closing gaps within the civil society, as there is people out there who 
have the skills but not education and vice versa, there are people with education but not 
skills. The BEAR project is matching the gaps and improving the opportunities for all. 
(Assistant NPO, Botswana)

In Namibia, special importance is given to the benefit provided by the UNESCO 
project to overcome the existing stereotypes related to TVET within the civil soci-
ety; on one hand, fighting the stereotypes gives opportunity to children who are 
more technically incline to live their passion, and on the other hand, the participa-
tion of Namibia on the World Skills Competition helps change the mind-set.

Overcoming some of this stereotypes that are still attached to TVET, is one of the benefits of 
UNESCO program ..... this perceptions are not fair to some children which are more techni-
cally incline, most of them are been pushed into career path which they have no passion for, 
our campaign is always about live your passion, this is the key message, find a job you love 
that you and you will never work a single day of your life. (Communication officer -NTA, 
Namibia)

We are using the World Skills Program to enhance and support the TVET system, in order 
to change the mindset of people about TVET system and the BEAR project has help us, by 
supporting us on the participation at the World Skills Competition, the perception of TVET 
within the society is changing. (Communication officer – NTA, Namibia)

 – How the project affects future development of other sectors

According to the chief manager of the BEAR project at UNESCO HQ, and all 
interviewees in Botswana (the head of QAA in Botswana, TVET experts, industry 
representative, and UNESCO staff), this experience can be replicated and be used in 
other sectors:

This experience can be used to other sectors. (Head of BEAR project at UNESCO HQ)

In Botswana, UNESCO representatives at the National Commission consider 
that this project has taught a good lesson to the Ministry of Education. This project 
has shown that there is a real need at a country level to work with all education 
providers, stakeholders and government officials, and institutions together, as a 
unique system.

What we have learnt is that, as a Ministry, as a country, we need to work as system. All 
education providers, all stakeholders with the mandate of providing education should work 
together as a system and this lesson will have an impact on the future development for other 
sectors. (NATCOM, Botswana)

In Namibia and Botswana, the interviewees agree with the head of the BEAR 
project at UNESCO HQ; they all consider that the project affects the future develop-
ment of other sectors by its replication. The Namibia NPO and the curriculum 
development officers and the chief of operations officer at Namibia Training 
Authority identified the importance of the capacity building component developed 
through this project, as the factor that could be used for the future development of 
other sectors.
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We can use the learning from this process, because the focus is very specific on those two 
areas, and we can replicate what we have learnt now in terms of the development of unit 
standards and qualifications for other occupations and trades. (Chief of Operations Officer – 
NTA, Namibia)

According to the Manager of VET standards, the support provided by the inter-
national partners in building capacities and systems (like the Namibian Skills 
Competition) provides the benchmark needed in this project necessary for the future 
development of other sectors.

Mostly, this interactions from the south Koreans and the support we are getting from institu-
tions such as GIFTS and the training institution, it is not only historic, it is really giving us 
the benchmark that we never had. This is what we need to strive towards to other sector. 
(Communication officer – NTA, Namibia)

 – The main barriers faced during the implementation of the project

Two main barriers were faced during the implementation of the project: the first 
one is the delay on the starting date for the project implementation, as it was 
approved in 2012 but only started 8 months later, and the second one refers to the 
implementation in Botswana and the need to conduct an assessment of the BTEP 
program prior to the implementation of the BEAR project, in order to identify the 
existing gaps.

The main barrier in my opinion is that we have not started in time. When the project was 
approved in 2012, we were not able to start immediately, we could only appoint the National 
Project Coordinator at that time and started eight months later. (NATCOM, Botswana)

We needed to assess and review the BTEP program with the national coordinator before we 
started the BEAR project. So that when we started the BEAR Project, we already know 
what was not working for BTEP what gaps we need to close as a country. (NATCOM, 
Botswana)

8.1.2.2  The Existing Correlation Between Development of National 
TVET Education Systems and the Pressures of Implementing 
Ways of Mass Education Worldwide

This part includes the analysis of the existing correlation between the social impact 
and the pressures of implementing mass education.

Firstly, the questions focus the attention on the actions conducted by the interna-
tional organizations and its influence, if any, on the development of national educa-
tion policies. Secondly, it puts the focus on a national level in order to establish any 
existing relation among the quality of education, the national capacity to develop 
national education policies and systems (in TVET), and the external support pro-
vided by international organizations. Thirdly, it aims to analyze the perceived 
 sustainability of the national capacities developed through the implementation of 
the project and the existing potentialities to replicate the results in other areas. 
Fourthly, it aimed to assess the national system capacities on education.
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Is there a relation among the development of national education policies from the 
international organizations and the pressures on developing ways of mass 
education?

In Botswana, the UNESCO representative at the National Commission 
(NATCOM) does not agree with the Chief Manager of the BEAR project at 
UNESCO HQ. This person considers that there is no relation between the develop-
ment of national education policies from the international organizations and the 
pressures on developing ways of mass education at national level. A clear clarifica-
tion is provided as a description on the articulation process carried out by UNESCO, 
and the development of the Global Sustainable Development Goal number 4 is pro-
vided, starting with a consultation at national level, followed by the preparation of 
a report at regional level that is the base for the discussion during the global consul-
tation that took place in May 2015 at Incheon, South Korea, at the World Education 
Forum. The articulation of these procedures allows all countries to have voice at a 
global level.

No. Nothing is imposed on us. For example on the development of the Global Sustainable 
Development Goals, and even for the preparation of the 37th General conference at 
UNESCO HQ, the Director General prepared a consultation at national level, and then it 
was generated a report at a regional level, that were taken to the global consultation, where 
one voice was raised, in our case was the African voice that was took to Incheon, Korea. 
(NATCOM, Botswana)

According to the national project officer, there is an existing and predominant 
pressure on the government of Botswana to implement ways of mass education, due 
to the high youth unemployment rates in the country. In general to face this situa-
tion, governments normally look for quick solutions, in order to stabilize socially 
the country and avoid tensions. The pressure could in some cases, like the ones in 
the North African countries such as Tunis, generate riots and social movements 
against governors. Nevertheless, quick solutions imposed from abroad do not ben-
efit the country development, and the only way that the country could properly 
develop and face its problems is by creating their own development of solutions; 
this could be supported from the outside, but the ownership and the solutions should 
be generated from the inside by locals.

Pressure is the right word. There is a lot of unemployment, there is a lot of disaffected 
youth, and you know that youth unemployment and poverty leads to change in government, 
as we have seen in Tunisia and countries like this. (National Project Officer, Botswana)

Governments are looking for a quick win solutions, so …It just cause a chaos or more of a 
mass. It has to be developed within the country it may take a little bit longer, but if you have 
to developed by yourself it takes time, but the benefits of developing by yourself are far that 
way in the long run, than the benefits of buying something in. (National Project Officer, 
Botswana)

The assistant NPO considers that in Botswana historically there were existing 
pressures for implementing foreign educational models, specifically the BTEP pro-
gram developed by the Scottish, which was not successful at all, as it was not 
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contextualized and developed by the locals; this situation generated gaps that 
couldn’t succeed the program, as it was socially not accepted.

Yes, there were existing pressures on implementing foreign educational models, this hap-
pened in Botswana previously with the BTEP. The BTEP was a Scottish system and they 
wanted us to be introduced into our system, but it failed as there were gaps that couldn’t be 
overcome in order for the program to be successful. (Assistant NPO, Botswana)

All the TVET experts from DTVET agree that in general terms, there is an exist-
ing pressure on developing ways of mass education; nevertheless, they also agree 
that it is not the case of Botswana. In Botswana, the government tries to align the 
national needs with the development processes, and it is very confident about the 
goals it wants to achieve as a nation. Therefore, the government takes in very careful 
consideration that there is no duplication even if the development program comes 
from an international organization.

In Botswana we are very confident on who we are as a nation and where you want to go. 
The speed you want to give to that development. (Program Development and the Delivery 
Unit – DTVET, Botswana)

At the Gaborone Technical College, the experts mentioned that in the Botswana 
case, and with this particular project, the project was tailor-made trying to address 
the existing needs.

The project was being tailor made looking at the responses of what the people were saying 
was lacking with the programme that was being run. (GTC Bear Coordinator, Bostwana)

In Namibia, the representative of the UNESCO National Commission (NATCOM) 
mentioned that this issue has been already discussed during the World Education 
Forum in Incheon, Republic of South Korea, in May 2015. During the discussion it 
was emphasized that the mandate of the global community should be to set a macro 
frame of education, as all countries with the globalization process are becoming part 
of the global village; therefore the national education systems should adapt to this 
macro frame.

We need to consider the global trends and the global context, because if you do not consider 
them, then you will remind behind in this global village. However you need to adapt your 
own education systems within this macro frame of education, but some countries may per-
ceive them as prison. (NATCOM, Namibia)

The NATCOM representative also comments that in relation to Namibia, as a 
country, there is no perceived pressure for the development of the national education 
policies from the international organizations that impose ways of mass education, 
according to this person; Namibia has a clear set of national priorities on education: 
global citizenship education and TVET that guide the development of education 
policies and are articulated on the strategies and development plans.

In Namibia, from my perspective, we are not pressurized by any country, we are sovereign, 
we made careful decisions in education, and we have our own national priorities that guide 
our policies: global citizenship, TVET. That is why you discover the priorities of Namibia 
when you see our strategies and within the development plans. (NATCOM, Namibia)
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According to the Namibia national project officer, there are two-way street rela-
tions among the development of national education policies from the international 
organizations and the pressure on developing ways of mass education. Firstly, the 
NPO states that to develop national education systems, developing countries use to 
benchmark and they do it against the developed countries.

There is definitely a correlations, it is a two way street. If you see countries as Namibia who 
is developing, we want to benchmark so you will do it against the countries that have 
already developed their system, when you have an agreement to bring in their expertise, you 
have to decide if you accept what they say or you are to take what it fits to our system. 
(National Project Officer, Namibia)

Secondly, when planning the intervention with the international organizations to 
support the development at national level, what it tends to happen, even though the 
idea is not to impose anything, is that the experts from the international organiza-
tions have preconceived ideas about what it is going to work in a specific context 
and this might not be true.

When you are in a planning stage the idea is never to impose, the idea is always to take what 
is suitable, but when you work with an international organization or a developing partner, it 
is difficult because they already have preconception ideas about what they works for them. 
(NPO, Namibia)

In relation to the Namibian case, the national project officer mentioned that 
Namibia is not a case where the national education policies are imposed by the 
international organizations, following pressures on developing ways of mass educa-
tion. In Namibia there is a total population of two million people, which facilitate 
that the priorities for the education policies are learned oriented rather than copy 
and paste from systems where the population is massive in general.

In terms of Mass Education, I don’t know if we can say that. (National Project Officer, 
Namibia)

In Namibia due to the population and in terms of TVET is difficult to impose something 
because of the nature of the outcome base education that has to be learned oriented. At the 
end of the day, we do have to decide what it suits us. (National Project Officer, Namibia)

The head of UNESCO Windhoek Office considers that rather than imposing edu-
cation policies, what the international organizations should do is to involve the 
people from the communities and share the ownership of the national policy devel-
opment process with the communities themselves. Without the ownership of the 
communities, the development of national policies will always be a failure, because 
no effective change will be made in the country.

You can expend money in policies, programs, but if you do not get involve people, money 
will be lost, and there will be no results. (Head of UNESCO Windhoek Office, Namibia)

If you do not have the ownership of the communities themselves, before implementing any 
policy, they will fail. If they are not involved, they are not interested, and after 20 years, 
there will be no change. If you do not involved the community at the beginning, if you do 
not discuss with them, you cannot succeed. All policies must start with that step. (Head of 
UNESCO Windhoek Office, Namibia)
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Is this project aiming to improve the quality of the education system, or it follows the 
pressure for the implementation of mass education processes?

All persons interviewed agreed that the BEAR project aimed to improve the 
quality of the education system; the reasons argued differ from one to another, but 
there is a unanimity about the answer.

The aim of the project as it was conceived is to improve the quality of the educa-
tion system, by showing new approaches on the curriculum development process 
and introducing the participation of the industry on the curriculum development 
process.

I do not think it is imposing, UNESCO is just showing new approaches of curriculum devel-
opment, and the importance of connecting education with the industrial sector. (Chief 
Manager of BEAR Project, UNESCO HQ)

To improve the quality of education: it aims to improve the Human Capital at national level. 
Nothing is imposing on us (NATCOM, Botswana).

Definitely, it improves the quality of education, based on the country’s needs. (National 
Project Officer, Botswana)

The BEAR project aims to improve the quality of the national education system. UNESCO 
is giving the opportunity to Botswana to develop its own curriculum by building capacities 
in their local people, because these people are the ones who know what it is needed. 
(Assistant Project Officer, Namibia)

The head of BQA in Botswana emphasizes two elements that proved that the 
approach used by UNESCO improved the quality of the education system. Firstly, 
UNESCO fully involved the participation of the national experts on the process, and 
this involvement led to a high degree of commitment from all participants and gen-
erates ownership from participants that were happy to be engaged, finally assimilat-
ing the goal as a personal endeavor.

UNESCO did NOT impose the approach to use; they involved us fully in order to improve 
our system. UNESCO did not told us what to do, UNESCO ask us how we wanted it to be 
done, and then they got involved. (Head of BQA, Botswana)

I think it is upgrading our system, the process of development has reached a level in which 
we are inserted into the global market. The quality of the education, it could compete with 
the others. That is my impression. (Qualification Development Officer BQA)

The industry experts think that the project improves the quality of the education 
system for two main reasons: firstly and foremost because it develops capacities on 
local people improving their skills to further develop the education system by their 
own and, secondly, because it identifies the existing weakness of the education 
system.

The BEAR Project is certainly developing the capacity of the people because it is training 
people within a country and they should be the ones to do. The other thing is the merit in 
terms of improving and identifying the weaknesses ourselves, we identify those weaknesses 
on the education system and say “this approach that is coming from the BEAR Project is 
going to assist us to address the problem.” (Executive Director CIFT, Botswana)
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In Namibia, it is mentioned that the project improves the quality of the education 
system by providing good-quality services through TVET, upgrading the TVET 
standards to an international level, without losing the contextualization of TVET 
nature in the country.

TVET is always contextualized, but it is also international (because the trades are the same 
worldwide with the context specifications), It improves the quality of the education system. 
Quality in terms of the provision of the quality services for Namibia through TVET. 
(NATCOM, Namibia)

First you talk to reach a consensus, to know what can be done by UNESCO and what the 
community can do. I have told them about the regional approach, why not creating regional 
network of TVET schools (like in the SADC and the ECOWAS). (UNESCO head office in 
Namibia)

The curriculum developer experts from NTA consider that the implementation of 
the project imposed ways of mass education, and the reason that justifies this 
thought or perception is that the curriculum experts consider that implementing 
partners didn’t have a good knowledge of the context and of Namibian national and 
TVET background prior to the implementation of it. According to them a deep 
research study is compulsory to establish an approach focused on the quality 
improvement of a national education system.

I had the feeling also that there is kind of a pressure to impose this system from the 
Implementing Partner because if you really want to develop ours it could have been nice 
that you do a thorough background check on what is ours. (Team leader of Curriculum 
Development, Namibia)

The same perception is shared by the teachers at the TVET technical schools 
(NAMWATER); they consider that discussions between the international partners in 
charge of the curriculum development process and the curriculum implementers at 
the technical schools (teachers) are a must if the final goal of the project is to 
improve the quality of the education system, because it is essential to evaluate the 
gaps within curriculum and because the people that work in a daily basis with the 
existing curriculum are the ones who can contextualize the new curriculum better.

If you want to implement or improve a national system, I think the International Partners 
are suppose to ask for advice. They have to discuss with us what subject do we think are the 
best for the system in the country. For example, the HIV subject, what are the people going 
to do with HIV? (BEAR Program Teacher at NAMWATER, Namibia)

 – The national government has enough capacity to develop the national TVET 
system by its own, without external support with greater success.

The Chief Manager of the BEAR project at UNESCO HQ considers that there 
are significant differences between both countries. According to this person, 
Botswana has a higher GDP per capita than Namibia, which means that the popula-
tion is healthier and the government has more capacity to develop the country in 
itself, and these factors help UNESCO to develop the project with higher success, 
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in comparison with Namibia were the conditions are considered to be good, but the 
government has lower capacity to develop the national TVET system by its own.

UNESCO representative at the National Commission in Botswana considers that 
the country has little capacity to develop their own national TVET system that is 
why the technical support was requested to UNESCO. The region in general and the 
country in particular need to collaborate and share best practices in order to learn 
from each other and be able to benchmark.

The country had little capacity that is why we requested technical support. There is a need 
for collaboration and sharing of best practices because it is important to benchmark. There 
is a need for us to learn from each other. (NATCOM, Botswana)

As for the Botswana national project officer and the assistant to the NPO, both 
consider that there is enough human capacity at national level to develop their own 
national TVET systems, but what it lacks is the confidence to realize that they can 
do it by themselves, and that is what the project has brought.

Yes, in terms of Human capacity I think it has, but it needs to have confidence to do it and 
I think that is what the project has given, the confidence to do it and the approach as well. 
(National Project Officer, Botswana)

The national government needed external support, and UNESCO provided that support. 
(Assistant NPO, Botswana)

The head of the QAA considers that the country has enough capacity to develop 
the TVET system by its own, but the political will is not good enough and affects 
the efficiency and effectiveness on the development of the public education 
systems.

There is a shared perception within the TVET experts from DTVET about the 
existing national capacities; they all think that there is not enough existing capacity 
to do that.

We all need support. (Chief education Officer, NTA, Namibia)

The TVET experts at the Gaborone Technical College (GTC) share a common 
vision about the need for external support, starting with the considerations of the 
GTC principal, that states that the capacities are missing but that are covered by the 
support of the international organizations, who help to close the existing gaps and 
also to diversify the economy. Secondly, there is a lack of expertise at national level 
that can be fulfilled with external support.

In Namibia, there is not a common consensus regarding the perception about the 
existing national capacities to develop national TVET education systems. On the 
one hand, there are people who consider that there is not enough capacity existing 
at national level that helps to develop the national TVET systems, and this group 
includes the head of UNESCO office in Windhoek, UNESCO NATCOM represen-
tative, quality assurance officer, manager of VET standards, chief of operations offi-
cer in Namibia, and curriculum development officer. On the other hand, there are 
experts that consider that Namibia has enough capacity to develop the national 
TVET systems, such as the national project officer and communication officer.
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As mentioned above, the representative at the National Commission for UNESCO 
in Namibia considers the country lacks technical, financial, and human capacities.

No, when it comes to technical and financial support. We also need Human support. There 
are certain countries that are good in TVET and we must learn from them, but the capacity 
can be gradually improved. (NATCOM, Namibia)

The head of the Namibian UNESCO office states a clear critic to the UN system; 
it states that the UN system has lost the ability and its mandate to transfer knowl-
edge and skills to nationals for one simple reason, the sense of urgency to get results 
and outcomes from the action conducted by the UN forces to implement the activi-
ties without transferring the knowledge and skills to the local people, the ones that 
are responsible and will be committed to develop their own country. The time bond 
is a key element for success as UN agency, if what it is aimed for within the pro-
grams or project implementation is to generate and create enough capacity on locals 
to develop their own national TVET systems by their own, without external 
support.

The UN system has lost its mandate of transferring knowledge and skills to the nationals, I 
remember in the 90st when I arrived at the UN, that it took 10 year to transfer the skills to 
the nationals, the time bond is very important … we need to go back to this programs, the 
nationals are able to do … but there is a very big issue of transferring skills, technology, 
methodology, methods, and knowledge, How do we do it?? You need to build capacities in 
nationals first; you need time to develop skills and capacities in locals. (Head of UNESCO 
Windhoek Office in Namibia)

The national project officer in Namibia considers that there is enough capacity at 
national level, but there is a lack of expertise and discipline.

Yes, we have the capacity but we do have the expertise, we do not have the discipline. (you 
have to be dedicated and hard worker) (National Project Officer, Namibia)

In contradiction with the opinion from the national project officer, the quality 
assurance officer experts from the Namibia Training Authority consider that the 
government has the expertise, but to enhance and develop good policies and systems 
at national level, it also needed the support from the international organizations.

The government has some kind of expertise but it is important that we get support from 
International Organizations to enhance the development of good policies and systems. 
(Quality Assurance Officer, Namibia)

The manager of VET standards points out the importance for Namibia to be in 
partnership with other countries, to learn from others and to be part of the global 
village, in order to empower the nation to be able to develop the national TVET 
systems.

Not really, Namibia hasn’t build this capacity jet, to deal with the system by its own, so 
assistance is still needed. (Manager VET Standards, Namibia)

The chief of operations officer in Namibia considers that at national level, there 
is always a need for external support from the international organizations in order to 
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address the TVET challenges; according to this person, there is no government that 
can address the TVET challenges by its own.

No government can address the TVET challenges by its own. There is always a need for 
external support from organizations like UNESCO and others. (Chief of Operations Officer, 
Namibia)

8.1.2.3  The Identification of UNESCO’s Role as an International 
Organization on the Development of the National TVET Systems

The third and final part focuses on the one hand on the influence of the UNESCO 
and its role as international organization on the development of national TVET sys-
tems and, on the other hand, the description of UNESCO’s strengths and weakness 
on the development of TVET systems.

 – UNESCO’s role on the development of the national TVET system

The chief manager of the BEAR project at UNESCO HQ explains UNESCO’s 
main role, as facilitator for the member states in their own development processes. 
According to this person, UNESCO has the perfect answer to any existing question 
for the education sector. Nevertheless, UNESCO should facilitate rather than impose 
policies and practices, according to the national context. Moreover, as its main role, 
UNESCO should also try to find more partnerships with other agencies and profes-
sionals, because it cannot succeed in isolation.

If the international agencies want to help member states, the first step is to take a look to the 
specific background, and then they have to facilitate, not to impose, just facilitate because 
all countries can develop by themselves. I think that UNESCO has to focus on the special 
situation and the context of each country, because each country has its own special back-
ground or situation. (Chief Manager of BEAR project, UNESCO HQ)

In Botswana, the UNESCO representative at the National Commission mentions 
that UNESCO has been involved on the development of the national TVET system 
in Botswana since the conception phase and during the consultative meetings, facili-
tating all the support and assistance needed.

The National Commission for UNESCO in Botswana has been involved since the begin-
ning, facilitating every area that needs our assistance, even before the NPO was appointed. 
We were leading the discussions, driving the consultative meetings, everything…. 
(UNESCO Commission, Botswana)

The national project officer in Botswana listed the task under the role of UNESCO 
within the implementation of this project. The first task was to pilot the conceptual-
ization of the project in the selected trades, and once the assessment certifies that the 
project has been successful, the Ministry of Education and Skills Development can 
see the benefit that the project brings to the country and decide to implement it in 
other sectors.
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UNESCO’s role is to take a risk that the national governments won’t assume and 
develop and implement new contextualized policies that are able to prove that the 
particular practice on developing national.

UNESCO took the risks out of the development process for the Government. The role 
UNESCO had was to take that risk and to see if it works; if it works, Botswana could 
develop further the National TVET System. (NPO, Botswana)

Moreover, it is highlighted that UNESCO’s role includes the revision of the 
TVET existing programs in the country, as it is being done with the hospitality and 
tourism sectors, and from the revision, the national TVET experts have built 
capacities.

I would say that UNESCO’s role is a major role within the TVET system in Botswana 
because like now we have been battling with the review of our programs, the BEAR Project 
focused mainly on the revision of the Hospitality and Tourism sector programs. We see 
ourselves now getting the best practices out of it or even benefiting the country more from 
that. So I think it is a major role in transforming the system on its own. (Policy and 
Development Division at DTVET)

The program development and delivery unit of DTVET considers that UNESCO 
is a key player in improving the TVET sector, especially in relation to finding tech-
nical expertise or generating international partnerships that add value to the existing 
reality.

The Principal at the Gaborone Technical College considers that UNESCO’s role 
is mainly to coordinate the activities and the program in itself, because the ones that 
have developed are the local national experts.

UNESCO played the role of coordination because I think in all fairness, the curriculum has 
been developed by the staff and the assessment has been developed by the staff, so in my 
view UNESCO played a role of just coordinating the development of the curriculum. 
(Principal, GTC)

In Namibia, the NATCOM representative clarifies that UNESCO’s role on the 
development of National TVET systems and particularly in Namibia was settled by 
the Executive Board with the aim of providing technical assistance and training to 
the nationals in the country.

The communication officer at NTA considers that UNESCO’s role has been very 
important, emphasizing the importance of the support provided to exchange prac-
tices across the world, not only at this moment but also previously, and its recent 
focus on TVET as a priority.

I think UNESCO has played an important role up to this point. And from our side, we are 
very eager to continue with this partnership with UNESCO. (Communication Officer, 
Namibia)

According to the TVET experts in Namibia, UNESCO’s role has been focused 
mainly on the development of the TVET curricula in the selected trades, through the 
provision of technical support, equipment, and the training of locals.

Providing of technical support and Financial support. (NAMWATER school director, 
Namibia)
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The head of the UNESCO office in Windhoek, considers that UNESCO’s role 
should be also to put the political dimension aside for the development of national 
education systems and advocate for an educational reform at national and even at 
regional level that could force the existing situation where universities produce 
more graduates that the labor market can absorbed.

We need to put the political dimension aside, this needs to be done by UNESCO, because it 
should be strong enough to say to the government, stop the way you are producing students 
like in a factory because the market cannot absorbed the offer you create and also to imple-
ment good policies on education you need a reform. (UNESCO head of office in Namibia)

In addition to that, the head of Windhoek office highlighted that UNESCO’s 
priority on TVET education determines and defines TVET strategies within 
UNESCO offices; he also mentioned UNESCO’s role on improving the 
partnerships.

TVET it is a mayor issue within UNESCO offices, they have a very big component of 
TVET, they have TVET specialist in the offices, and they are working in collaboration with 
the francophone in TVET and also with African union and ECOWAS but it is not sufficient 
and you cannot do it with the current education system, first of all try to change the system. 
(Head of the UNESCO Office, Namibia)

The NAMWATER school director considers that UNESCO’s role starts with the 
provision of technical and financial support.

Starts providing technical and financial support. (NAMWATER school director, Namibia)

 – UNESCO’s strengths and weaknesses as international organization in the devel-
opment of national TVET systems

The BEAR project  manager at UNESCO HQ considers that the strength that 
UNESCO has as an international organization is the big network in which it is 
incorporated, as there are 198 member states within the United Nations organization 
for education, culture and science, and therefore it has direct access to a base amount 
of quantity and quality information that is able to obtain through its network.

The international organization has big networks; every member states can connect and get 
more resources and information. International organizations can get the best amount on 
quantity and quantitative information this is the most important. (Chief Manager of the 
BEAR project, UNESCO HQ)

In Botswana, the NATCOM representative firstly emphasizes the existing great 
capacities of the staff working at UNESCO and secondly considers that UNESCO 
is in a better position to access all existing strategies and policies from member 
states and for sharing good practices.

UNESCO has the brains; it has all brilliant people working there. They have also access to 
all the strategies, all the policies that are running at global level. So they can be able to share 
the best practices with other member states so they can learn from others. (NATCOM, 
Botswana)
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The national project officer considers that one of the biggest strengths that the 
organization has is its brand to represent, United Nations; it opens doors and facili-
tates the work, but the brand also links the responsibility of doing things properly, 
with the highest quality, top of the range, as everything reflects on the brand.

The brand: UNITED NATIONS. It really opens doors, because everything we do reflects on 
United Nations. So we have to make sure that everything we do is quality, top of the range. 
(National Project Officer, Botswana)

In addition to that, the national project officer also emphasizes that work 
UNESCO does on education is not visible enough.

The assistant project officer considers that one strength that UNESCO has as an 
organization is its action is done globally, as mentioned before, benefiting not just a 
particular geographical area or region but the globe in general terms.

UNESCO has very good initiatives; they get involved worldwide not just for benefiting an 
area but worldwide as well. (Assistant NPO, Botswana)

The head of QAA enumerates several strengths that UNESCO has. Firstly, 
UNESCO’s approach to develop national education systems is faster; secondly, the 
final goal of UNESCO is to make possible that the countries itself are able to develop 
their education systems by themselves, to strengthen what is existing; and thirdly, in 
terms of costing, this particular project implemented has optimized the cost of the 
new TVET system in Botswana and is cheaper than the previous system that was 
existing previously.

UNESCO approach is faster. (Head of QAA, Botswana)

UNESCO did not prescribe us what we wanted, instead UNESCO simply involved us in 
strengthening what we wanted to improve from what it was already existing. UNESCO 
involved the TVET experts on the national institutions helping us to develop our own sys-
tem for those programs that were identified. (Head of QAA, Botswana)

The BEAR project implementation and assessment is cheaper than the current BTEP one. 
(Head of QAA, Botswana)

In Namibia, the NATCOM representative for UNESCO mentioned firstly the 
high quality and qualified staff of the organization who have a broad capacity in 
terms of knowledge, skills, and expertise. Secondly, its mandate, as laboratory of 
ideas, facilitates the articulation of the infrastructure needed to facilitate the dis-
semination of research products. Thirdly, UNESCO’s privilege position to create 
and establish partnerships among different countries.

The strength is the capacity they have, the knowledge and the expertise, the skills (they have 
people that are very qualified). (NATCOM, Namibia)

The head of UNESCO Windhoek office in Namibia enumerates the following 
strengths that UNESCO has: The first one is UNESCO’s expertise on education for 
70 years and specially in terms of implementing programs in the field, despite the 
actual situation of lack of funds. The second one is the talent of the UNESCO staff.
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UNESCO’s expertise. Even though it is not like 35 years ago, due to the lack of funds, as 
there is no money to implement the programs on the field. (Head of Windhoek Office, 
Namibia)

UNESCO has intelligent people. (Head of Windhoek Office, Namibia)

The TVET experts and the manager of VET standards consider that UNESCO 
has a clear strength in terms of financial capacity to develop projects in the member 
states, and also there is a very significant pool of expertise at UNESCO.

The chief of operations officer considers that the main strength is the capacity 
that UNESCO has to benchmark and to establish an international network to share 
best practice worldwide.

International Benchmarking, International Network, and we can benefit from best practices 
elsewhere. (Chief Operations Officer, Namibia)

The quality assurance officer, from the Division of Curriculum Implementation 
and Assessment, considers that UNESCO’s strengths are in the first place the pres-
tige of the United Nations brand and secondly the experience on project 
implementation.

Is a big and renowned organization, with a proactive role; they have been involved in a lot 
of projects. (Quality Assurance Officer, Namibia)

The director of the NAMWATER Technical School states the same strength that 
the manager of VET standards mentioned, the technical and financial support that 
UNESCO provides.

The strengths as I have mentioned, is the technical support and financial support. (School 
director, Namwater pilot school)

In relation to UNESCO’s weaknesses, the chief manager of BEAR project con-
siders that UNESCO could be more responsive to the demands of the member states 
if there were more competition with other international organizations.

There are no competitors, if there were two agencies focusing on education; I think 
UNESCO would be more responsive on the demands of member states. (Chief Manager of 
BEAR Project, UNESCO HQ)

In Botswana, the NATCOM representative considers that the main weak point is 
the existing internal bureaucracy at UNESCO that is caused due to the complexity 
and time delay in its own internal processes.

Bureaucracy is a challenge. It is really complex to implement a project on time due to 
UNESCO internal processes. Our internal national processes are also very bureaucratic. 
(NATCOM, Botswana)

The national project officer in Botswana considers that the main weakness is that 
UNESCO has not a clear strategy on TVET education, and UNESCO people are 
mainly from academia, but there is need of more TVET experienced experts.

I do not think UNESCO has a clear Strategy on TVET Education, or a clear understanding 
on how to put together a project for TVET. (National Project Officer, Botswana)
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In addition to that, the assistant NPO, in Botswana, considers that UNESCO has 
three major weaknesses; The first one refers to the undelivered facilities promised 
and the permanent delay from UNESCO’s side. UNESCO’s delay on the delivery of 
the promised facilties rest reliability to the work done by the organization. Second, 
the prominent focus and importance given by UNESCO on getting outcomes rather 
than on the initial planning; and third, the initial  lack of a clear establishment of 
roles for each implementing actor in relation to the project.

It seems that UNESCO is focused more on outcomes rather than on planning. (Assistant 
NPO, Botswana)

Establishing clear roles for each actor implementing the project is crucial and sometimes a 
clear definition of roles is lacking. (Assistant NPO, Botswana)

The TVET experts from DTVET share a common perception and vision about 
the weakness of the organization; the chief education officer and the program devel-
opment officer think that the different phases of the project implementation should 
have been developed at the same time, in parallel, so there is a transversal under-
standing from the different international implementing partners about the goals and 
the background of the project.

We were meant to implement three result areas, we did not successfully move. I think we 
did a lot in one area, result area one, which is the curriculum review, but when we got to the 
other result areas, very little was achieved. In the transition from results, there was a gap on 
the timing because there is a lack of continuity between result number one and the other 
two. (Program Development Officer, DTVET)

The TVET experts from BQA considered as the Manager Capacity Building 
BQA and the qualification development officer in Namibia think that UNESCO 
should give more visibility to the information that it is available on its website 
regarding the services that UNESCO offer and also in relation to the publications 
and the work done by the organization.

The national project officer also considers that UNESCO has another weakness; 
according to this person UNESCO underestimated the capacity that was needed to 
implement this project, and there was not a clear communication among parties 
(UNESCO, Implementing Partner and National TVET Institutions).

Transparency, it has not always been clear from the start, as project coordinator, where 
exactly things are going. It is a matter of communication not only UNESCO HQ, it is also 
the Implementing Partner and the national TVET institutions. I think it is because all parties 
underestimate the capacity that was necessary to implement this project. (National Project 
Officer, Namibia)

The head of UNESCO office in Windhoek, Namibia, considers firstly that the 
organization should leave aside the influence of politics when taking decisions; to 
leave the political dimension aside is important.

The Political intention or orientation of the organization, and the influence of politics in our 
decision: we need to leave that. (Head of UNESCO Office, Namibia)
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Secondly, it agrees with the national project officer in Botswana about the impor-
tance of including technical with experience that could implement the projects in 
the field.

We have technical experts, very high level technical expert, but we are now losing the 
expertise of the best, because they are losing their expertize as they cannot go to the field to 
implement projects. (Head of UNESCO Windhoek Office, Namibia)

The chief of operations officer considers that there were some components that 
were planned on the inception phase that didn’t progress, for example, the twinning 
and partnering between TVET institutions in Namibia and other institutions in 
Korea. In addition to that, the language problems faced are considered also as a 
weakness.

Where are the twining and partnering programs for the TVET institutions, language could 
also became a barrier, that could be potentially be regarded as a weakness. (Chief of 
Operations Officer, Namibia)

The NAMWATER school director considers that the bureaucratic process at 
UNESCO is the main weakness, as well.

The weakness is that it took very long before funds have been released. Maybe the bureau-
cratic decision making. Maybe it took a long way before the final decision was being made. 
(NAMWATER school director, Namibia)
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Chapter 9
Conclusions and Recommendations

9.1  Conclusions

This research study proves that UNESCO has had a direct and positive influence on 
the development of national TVET systems in Botswana and Namibia. This influ-
ence is based on UNESCO’s role acting as a facilitator to member states in their 
own development process. Through the implementation of UNESCO’s TVET proj-
ect, the organization assumed the risks that the national governments were not able 
to assume, by developing and implementing new contextualized policies that were 
able to prove their efficacy, efficiency, and practicality.

First of all, UNESCO’s influence is described by the perceived benefits that this 
international organization has brought to the country development process, through 
the implementation of the BEAR project in both countries. It has directly affected 
the economic development process, not only in terms of the gained expertise and 
experience from the international partners but also by selecting critical economic 
sectors to work with that will lead the national income generation in a moment 
where the governments are trying to diversify the economy. The reality for most 
African countries is that their economies are based on activities from the primary 
sector derived from agriculture, farming, and mines; therefore, there is a clear gap 
between the needs required from the labor market and the skills delivered by the 
formal educational system which is mainly the focus in covering activities from the 
service sector. UNESCO’s TVET project has transformed the existing TVET sys-
tem according to the needs of the country, considering not only the context but also 
the culture and the society where this system is implanted. Moreover, the project has 
benefited the country development process in terms of the investment done to 
improve the national human capital. In addition to that, in the case of Botswana, the 
provision of good training will eventually attract more tourist and increase income 
generation. Attracting more people from outside the country will create a platform 
upon which the country will improve other services and create more working oppor-
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tunities in other sectors. UNESCO through the BEAR project brought economic 
stability in terms of the absorption of TVET skilled people into the job markets; 
despite the fact that the education systems in both countries continue to deliver 
thousands of bachelor and master degree students specialized on activities from the 
service sector. This is one reason why the reform of the education system could be 
justified.

Secondly, the main impact that the influence of UNESCO is having in the life of 
civil society, through the implementing the BEAR project, is the new provision of 
employment opportunities, especially to youth. It is expected that the graduates 
produced by the UNESCO TVET project will be absorbed by the job market and 
once they are employed, they will be able to earn a living, pay taxes, and support 
their families and be the catalyst to improve other people’s life. Moreover, the 
BEAR project also improves the learning opportunities for all (people who have the 
skills but no education and people with education but no skills) to have access to a 
better education and increases the utilization of the colleges, so the number of grad-
uates increases to fulfill the human capital needs from the sector. In addition to that, 
UNESCO has helped the civil society to overcome the existing stereotypes related 
to TVET; on one hand fighting the stereotypes gives the opportunity to the children 
who are more technically inclined, to live their passion, and on the other hand, it 
helps change the mind-set.

Thirdly, there is a common perception about the benefits that UNESCO brings to 
the National Education System in both countries. First of all, through the implemen-
tation of the BEAR project, UNESCO has shown good practices regarding the 
national response on education policy that will be included into the Education 
Sector Strategic Plans. Secondly, the benchmarking conducted will serve the stu-
dents to compete on a global market not only at national but an international level. 
Thirdly, it has developed and upgraded the national TVET new and existent qualifi-
cations from the certificate level to the diploma level. Fourthly, it has improved the 
efficiency of the national curriculum development process in terms of time, quality, 
and assessment in both countries, through the introduction of the DACUM approach. 
Fifthly, it has strengthened the TVET provision in the country, by involving private 
providers in education; the capacity that has been built goes beyond the public insti-
tutions. To conclude, UNESCO, through the implementation of the BEAR project, 
has increased access to the technical schools.

Fourthly, UNESCO’s influence on the development of the national TVET 
systems is wide and broad but similar in both countries. It should be highlighted 
that TVET is seen as the educational future of all Africa. Enumerating the benefits 
that UNESCO brings to the national TVET systems in particular, it is clear that, 
first and foremost, UNESCO didn’t transpose a foreign TVET system that was not 
suitable for these countries. UNESCO, through the implementation of the BEAR 
project, transformed the existing  TVET systems, improving their efficiency. 
Secondly, UNESCO through this project benefited the TVET system by introducing 
a contextualized new curriculum development approach (DACUM) that has shown 
to be a more efficient, cost-effective, successful approach, and it is expected to be 
applied to other programs within all TVET sectors. Thirdly, the implementation of 
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the labor market analysis prior to the curriculum development process helped to 
close the gaps between the labor market requirement and the type of training that 
was offered at technical schools. Fourthly, the BEAR project has closed the exist-
ing gaps in the TVET provision at national level, providing new opportunities for 
everybody, not just for people with a particular profile. Fifthly, the introduction of 
examinations, rubrics, and workplace learning is benefiting the TVET system, and 
it is perceived as more relevant and accurate, in terms of measuring student’s com-
petences and capabilities. On one hand it can measure the competency of students, 
and on the other hand, workplace learning ensures that the skills that students 
acquire are the ones required by industry. To conclude, the TVET equipment pro-
vided and donated by UNESCO will benefit the TVET system in terms of the 
capacities that the students can acquire, by the learning process obtained when 
they use this equipment. All these elements and the implication of the civil society 
in this process are the essence to reinforce the value of the TVET system within 
the national contexts. In addition to what has been mentioned above, the develop-
ment of the National Skills Competition in Namibia, and the participation of a 
Namibian TVET team at the World Skills Competition, has helped the national 
TVET system to gain visibility and get recognition to the National TVET system, 
as mentioned before.

The influence of UNESCO on the development of the national TVET systems is 
also measured through the stakeholder’s assessment on how important was the 
implementation of UNESCO’s TVET project. The importance of implementing the 
Better Education for Africa’s Rise project is evident for all stakeholders in both 
countries as (a) UNESCO’s project responds to the request made by the SADC 
member states in 2008, and the approved proposed strategy at the 181st session of 
UNESCO’s Executive Board, for supporting technical and vocational education and 
training (TVET) in 2010–2015; (b) it also responds to the willingness of the Korean 
government that wanted to share their funds and expertise with some developing 
countries, by financing an extra budgetary UNESCO South-South Cooperation 
Project; and (c) the project is seen as a possible solution for youth unemployment in 
both countries, and TVET is perceived as key element to improve the national eco-
nomic development in Botswana and Namibia.

At the time the BEAR project was planned, the TVET education system in both 
countries suffered from a significant de-prestige and dysfunctionality: (a) the qual-
ity of the TVET provision was not recognized from industry nor from society; (b) 
the previous TVET curriculum that was being taught at the TVET schools/centers 
was stigmatized; and the TVET trainers suffer from lack of motivation and quality 
training. The UNESCO TVET project, on the one hand, has helped identifying 
existing gaps on the TVET programs, and it has introduced a new approach of 
exchanging knowledge, ideas, and expectations between industry, the curriculum 
developers, and implementers; on the other hand, it has created awareness on the 
importance of the TVET provision at national level.

UNESCO TVET project was needed for different reasons: (a) it introduced a 
labor market analysis of the selected sectors in order to follow a demand-driven 
approach; (b) it introduced a lifelong learning approach with new mechanisms that 
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allow the TVET students to further studying after completion of the program, 
upgrading the certificate to diploma level; (c) it introduced actively the participation 
of industry on the curriculum development process for the selected sectors; (d) it 
helped the country to develop new occupational areas based on the governmental 
willingness of creating new ways of development for the country; and (e) it 
 benchmarked their existing TVET systems with others upgrading its standards and 
facilitating the students to learn the skills and compete on a global level.

The importance and success of the BEAR project relies on national ownership 
and the capacities built at national level that guarantee the sustainability of the proj-
ect and the commitment from the national TVET institutions – DTVET and NTA – 
in Botswana and Namibia, respectively. Probably it is early to make a conclusive 
statement about the success of failure of the whole UNESCO TVET project due to 
some ongoing activities that are still being implementing, and we do not know yet 
which is the absorption rate into the labor market of the BEAR project students. 
Nevertheless, the analysis on the failure or success of the curriculum development 
component can be done, as a separate element, at this point in time.

On the one hand, the success on the curriculum development process is perceived 
at macro level, as it has given the required confidence to the country to develop their 
own TVET programs and systems; and at a micro level: (a) it ensured that the skills 
meet the need of the industry for each sector and trades, through the labor market 
analysis conducted; (b) it has been able to produce curricula with the industry sup-
port to a high standard; (c) it introduced assessment systems which were challeng-
ing for staff and for students; (d) it has built capacities of teacher trainers and 
lecturers; and (e) it has engaged TVET teachers, providers, and stakeholders in the 
process, allowing them to take their ideas and implement them as improvements. To 
measure the impact of the UNESCO TVET project, and to quantify the success, as 
mentioned before, the program will analyze the registered number of students 
(enrolment) who get employed once they finish the BEAR program (the pilot at 
schools will end in June 2016). Nevertheless, the target number for students was 
met within 1 year and a half, and the number of people involved in the curriculum 
development process has been significant.

As mentioned before, the perception of success depends on the commitment of 
every single stakeholder on the curriculum development process. The commitment 
of the stakeholders has directly depended on its direct and active participation on the 
process. The national project coordinator has had a crutial role on the perceived suc-
cess of the curriculum development process. Their efficiency and effectiveness in 
indentifying the right people to invove in each stage of the project, and the impor-
tance of their coordiantion role, has been a cornerstone for the sucessful completion 
of the project. 

The communicating approach and leadership from the project coordinators in 
Botswana and Namibia differ, and it has affected the way the participants were com-
mitted. In Botswana all stakeholders were participating actively; they did have a 
positive perception of the success of the BEAR program. Meanwhile in Namibia 
teachers at the TVET training centers consider that they did not have an active par-
ticipation during the curriculum development process, and they think that their 
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voices were not heard. As a consequence of this, their perception about the CD 
component is that it is a failure; they do consider that the new curriculum has intro-
duced subjects that are not technical and not useful for the professional develop-
ment of the students; meanwhile some essential courses have been removed from it.

In addition to what has been mentioned before, the perceived success is also 
related to the involvement of industry on the curriculum development process that 
allowed to introduce the real existing job requirements and professional needs dur-
ing the learning process. The commitment from the industry has also generated new 
partnerships between the technical schools and the private organizations, providing 
in-training services and work-based learning and institutional-based learning.

There were some obstacles faced in both countries that directly affected the 
perceived success of the curriculum development process: (a) the internal UNESCO 
bureaucracy that forced a delay on the implementation process according to the 
timing planned on the logical framework and operational and annual work plans and 
(b) the delay on delivering the equipment promised.

On the other hand, there is a key potential factor that could make the whole 
BEAR project fail, not only in relation to the curriculum development component. 
This factor is the actual welfare situation of the students and the existing national 
grant and sponsorship policies that could force students to drop the program if they 
do not get any grant or scholarship to cover the cost of the program (UNESCO does 
not provide any financial support to cover the cost of the students that are piloting 
the BEAR program). There are some other elements of the project; that were ini-
tially planned but were never developed: a) the recognition of prior learning, b) the 
twinning program between technical schools, and c) the scholarship grant systems 
from the Republic of South Korea (Fig. 9.1).

9.1.1  The Social Impact Perception on the Development 
of TVET Systems by UNESCO

The analysis of the social impact questionnaire posits the existent differences in 
perception regarding the development of national technical and vocational training 
systems implemented by UNESCO through the development of the BEAR project, 
in Botswana and Namibia.

First of all, there is a common perception about the achieved goals and generated 
outcomes in both countries. The main goal achieved is that the project has reposi-
tioned TVET within the national development agenda. In addition to that, there are 
some subsequent goals achieved which are:

 (a) The finalization of the labor market analysis that made possible the matching of 
the skills requirements from industry and the curricula offered by the technical 
school. This achieved goal has had a positive impact on the national develop-
ment process in general terms.
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 (b) The curriculum development (DACUM) process used has been considered a 
highly cost-effective process. It has brought policy developers and implement-
ers together, closing gaps and getting feedback from each other.

 (c) The development of National Qualification Frameworks will allow the 
alignment of the program qualification requirements to the international 
qualification ones,

 (d) It has built capacities on curriculum development of the national TVET experts.
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 (e) The introduction of work placement learning and in-training service for a 
significant amount of hours.

 (f) The opportunity to get a diploma level and continue their studies once they 
finished the TVET program is a backbone of the goals achieved. To conclude 
the acquisition of new tools (books and equipment) is also seen as a goal 
achieved.

In relation to the generated outcomes, both countries have created new 
partnerships at international level, amplifying the national networks and improving 
the existing bilateral relations between different countries, to further cooperate in 
new domains. In the case of Namibia, setting up the National Skills Competition at 
national level, which was an extra element of the BEAR project, has brought a tre-
mendous impulse to the national TVET system, allowing the best TVET students to 
participate on the World Skills Competition, and international event, where Namibia 
has gained the acceptance of the international TVET community. The Namibian 
national TVET system has gained recognition and visibility worldwide. Moreover, 
it is also important to emphasize the relevance of measuring the outcomes and out-
puts resulting from the implementation of the project, quantitatively. In 2 years 
time, after completion of the program, there will be empirical evidences on how the 
private and public sector reacted once the students finalized the program and went 
to industry. The impact on the labor market will be measurable by knowing how 
labor market absorbs new graduates from the TVET schools.

More specifically to UNESCO’s TVET project, the social impact perception 
regarding the relevance or importance of the BEAR project, according to the future 
professional expectations, has shown that all participants consider that their partici-
pation on the TVET program is relevant or extremely relevant. Nevertheless there is 
a slight difference among countries, where participants in Namibia are more skepti-
cal about their future professional expectations in comparison with the Botswana 
ones; this could be explained by the existing total and youth unemployment rates, 
which are higher in Namibia than Botswana. There are no significant differences 
between genders. The perceived relevance of the program is significantly higher for 
those people who find it very difficult with present income in both countries.

In relation to the perceptions regarding the Human Capital dimension (motivation, 
initial expectations, future expectations and perceptions [dependent variables]), 
comparison of both countries and genres concludes that in relation to motivation, 
participants from Botswana have a higher degree of motivation than the participants 
from Namibia. This difference is statistically significant, which would indicate that 
there is a small but significant effect within the practice of the social sciences. This 
is explained on the one hand by the high commitment achieved from all stakeholders 
and involvement from the private sector on the curriculum development process and 
on the other hand by introducing workplace training as key element of the learning 
process in Botswana, which does not exist in Namibia at the same extent. Similarly, 
women have a higher level of motivation than men; however, there is insufficient 
evidence to say that this difference is significant.

9.1 Conclusions



208

As to initial expectations, participants from Botswana have a higher degree of 
initial expectation than subjects in Namibia; this difference is significant. This could 
be explained by the fact that in Botswana prior to the development of UNESCO’s 
TVET program, there were in place TVET programs for the tourism sector; mean-
while in Namibia, there was no any prior program related to the selected sector, so 
the TVET program had to be developed from scratch. Therefore, it is understood 
that the initial expectations were higher in Botswana than Namibia as participants 
could have an idea about what to expect from the prior programs. Also, females 
showed a higher degree of initial expectation (a belief about how successful some-
one or something will be) compared to men; this difference was also statistically 
significant. This could be partially explained by the distribution of the family 
responsibilities among the household members, where females in most countries in 
Africa are directly responsible of the well-being of each member of the family. Both 
differences allow us to consider that the differences found are relevant to the prac-
tice of the social science.

The results related to the future expectations show that Botswana subjects have a 
higher degree of future expectations than the subjects from Namibia; this is a sig-
nificant difference. Likewise, women reveal greater expectations for the future than 
men; this difference is also significant. This size effect meets the minimum required 
to be considered relevant. The difference between countries and gender follows the 
same rational as the initial expectations, as both variables are correlated.

Finally, in relation to the perception of learning, participants from Botswana 
show a greater awareness of the key elements for learning than the subjects from 
Namibia; this difference is statistically significant. The size effect meets the mini-
mum required to be considered relevant in practice. This is evidenced by the 
Namibian teachers and students on UNESCO TVET project, when they mentioned 
that the new curriculum developed eliminated essential subjects from the prior cur-
riculum, as drawing, science, or mathematics, and they were substituted by others 
that were not perceived as useful to improve their learning for their professional 
development. Similarly, women reported a greater degree of perception than men; 
however, there is insufficient evidence to consider this difference as significant.

As for perceptions related to the cultural capital and satisfaction when comparing 
countries, it is found that subjects from Botswana show a greater appreciation of 
their expected learning outcomes than the participants from Namibia. This differ-
ence is statistically significant. The effect size is sufficient to be considered relevant 
in practice. This variable is directly related with the perception of learning and 
shares a common rational on its cause. Similarly, women report higher appreciation 
in their expected learned outcomes than men. Although there is a statistically sig-
nificant difference, this effect size may be irrelevant in practice.

As already mentioned, the results on participants’ satisfaction of the BEAR 
project learning process differs between countries. In Botswana the student’s 
satisfaction is significantly lower than Namibian ones. This result is not in line with 
the general results obtained by the general analysis; it is concluded that this 
particular element has been influenced by a particular factor existing during the data 
collection days, where the students participating on the TVET program got to know 
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that the government will not further give them scholarships to cover the cost of their 
studies, and this announcement clearly impacted their satisfaction. There are also 
gender differences in this regard, as female’s satisfaction reports to be significantly 
lower than male’s one, which means that their initial expectations in some cases 
have not been met. The perceived satisfaction according to participant’s living 
standards shows that those people who find it very difficult with present income in 
Namibia are more satisfied; meanwhile in contrary in Botswana, the same group of 
people score very low levels of satisfaction. Those participants whose main source 
of household income comes from wages are more satisfied in both countries.

The results obtained regarding social mobility compare the life balance before 
joining the TVET program and the expected participant’s life balance once they 
conclude successfully the TVET program shows the movement of individuals 
through a system of social hierarchy or stratification, involving vertical or horizon-
tal changes.

Participant’s perception of life balance prior to their participation on the 
program is positive and significantly better in Botswana than Namibia. This is 
explained by the macro results where it is shown that the economic and development 
indicators are significantly better in Botswana than Namibia (e.g., the national 
income per capita is significantly higher, the unemployment and vulnerable 
employment rates lower, etc.). Females have a better perception on this regard. The 
highest educational level attained the better is the perception on the life balance.

Participants from both countries consider that their future professional 
expectations are to be self-employed with employees or to be employed in a 
company. This result shows a high degree of entrepreneurship skills among the 
participants in both countries. Females are more skeptical about future employment 
prospects than males, as there are more women than men considering unemployment 
as the most feasible future employment prospects. This is aligned with the national 
statistics related to unemployment and vulnerable rates by gender in both countries.

As for the future employment prospects, in comparison with the ones prior to the 
participation in the program, participants in Botswana and Namibia consider that 
are much better, without significant differences among countries. Both genres have 
the same projection about their future employment prospects, without significant 
differences. This result is linked with the expected outcomes existing in both coun-
tries; the more learning outcomes participants expected to acquire, the more employ-
ment prospects they have for their future.

The results about economic security compile participants’ perception about the 
future economic/income expectations, professional projections, and motivation for 
professional success. All participants considered that their future income expecta-
tions as well as their income expectations will increase in both countries without 
gender differences.

The participants’ perception about their social economic status after joining the 
TVET program had increased significantly in comparison with the ones before. It 
turns from an acceptable economic situation to a very good one. All participants 
consider that their future economic expectations will improve significantly (slightly 
higher for people in Botswana without significant differences).
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Participant’s initial employment expectations were mostly to be unemployment; 
once the program started, the expectations turned into self-employment with 
employees. Future employment prospects improve in relation to the existing ones. 
This significant change shows clearly that the UNESCO project has had an impor-
tant impact in relation to the improvement of their future professional expectations 
and also to the rise on their living standards. This fact also reflects the entrepreneur-
ial character of the participants in the TVET program. Future professional expecta-
tions are higher in Botswana, where most of participants consider that they will 
increase substantially or a lot, than in Namibia where the perception fluctuates 
between a lot and a little. This is explained by the existing job opportunities in the 
labor market in both countries as it is much higher in the tourism sector in Botswana 
than in carpentry and joinery in Namibia. It is also linked with the participant’s 
entrepreneurial skills. In relation to the expected professional success, both coun-
tries are positive on this regard, although Botswana expectations are much higher 
than Namibia. It is also worth it to note that Namibian participants are more cau-
tious about their future, than people in Botswana due to their historical 
background.

As for the perceived intellectual development, most participants in Botswana are 
eager to continue studying. In Namibia most of the participants either have a lot or 
little intention to further study. This could be explained by the fact that in Botswana 
the unemployment rates by level of education attained are significantly different. 
Meanwhile in Namibia the differences are not that evident. There are more women 
likely to continue studying than men. And participants from a maximum level of 
education attained ISCED 2.

The participant’s projection about their future balance of life after finalizing the 
TVET program differs among countries. In Botswana participants consider that their 
future life balance will be good or very good. Meanwhile in Namibia, the results are 
polarized; on the one hand, the most vulnerable participants consider that their 
future life balance will be very good (people who find it very difficult to cope with 
present income, receiving public funding to cover the cost of their studies); on the 
other hand, the most accommodated group participants (those who are coping with 
present income and using their own funds to finance the cost) do not see clearly the 
added value of the studies and have poor projection of their balance of life. This 
might be due to a higher degree of existing inequalities within the Namibian 
society.

9.1.2  The Distribution of Mass Education Worldwide 
Through the International Organizations

There is a two-way street in relation to the development of national education 
policies from the international organizations and the pressure of developing ways of 
mass education. Firstly, to develop national education systems, developing countries 
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used to benchmark, and they do it against the existing policies in developed 
countries. Secondly, when planning the intervention with international organizations 
to support the development at national level, experts from the international 
organizations have preconceived ideas about what it is going to work in a specific 
context, even though the idea is not to impose anything. These preconceived ideas 
shape the way in which things are done. Rather than imposing education policies, 
the international organizations should involve the people from the communities and 
share the ownership of the national policy development process with the communi-
ties themselves. Without the ownership of the communities, the development of 
national policies will be always a failure, because no effective change will be made 
in the country.

In addition to what has been mentioned before, on the side of the supporters, 
people who consider that there is a clear and direct relation among the development 
of national education policies and the influence from the international organizations 
on developing ways of mass education describe their ideas by explaining that nowa-
days we live in a globalized world where there is a lot of interaction among actors, 
and complete isolation does not bring prosperity to any country. They justify their 
vision by saying: on the one hand, international organizations are the ones who set 
up a common agenda for education at a global level and that is the origin of their 
influence. This issue was discussed during the World Education Forum in Incheon, 
Republic of South Korea, in May 2015. During the discussion it was emphasized 
that the mandate of the global community should be to set an educational macro 
frame, as all countries are becoming part of the global village due to the globaliza-
tion process; therefore the national education systems should adapt to this macro 
frame. However it seems that there is no real commitment from member states to 
put in practice this agenda (especially from the developed countries). It would be 
difficult for an international organization to impose something on a country. The 
role of the international organizations is to support the countries in terms of sharing 
best practices, amplifying the national networks, and providing expertise. It is the 
responsibility from the national governments to discuss with the international orga-
nizations and partners about what to do and how to contextualize these policies. 
Moreover, the international organizations have the capacity to articulate and create 
a common platform with a set of common international standards in order to some-
how homogenize the access requirements to study from one country to another 
without entering barriers. This alignment of the education systems is certainly 
needed in a globalized world and upgrades the national education systems making 
them competitive internationally.

On the other hand, the existing high youth unemployment rates, and other main 
educational problems in developing countries, are putting pressure on the govern-
ments to solve the situation. To address this particular challenge, governments nor-
mally look for quick solutions imported from international organizations, trying to 
avoid tensions and stabilize society in the country. In some cases it generates riots 
and social movements against governments. There is a common consensus that 
quick solutions imposed from abroad do not benefit the country development. The 
only way that the country could properly develop and face its problems is by  creating 
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their own development and solutions. This could be supported from outside. The 
ownership and the solutions should be generated from the inside by locals. In many 
cases the influence of international organizations is associated with the provision of 
funding to the country to implement and articulate some particular ideas. These may 
relate to the implementation of ways of mass education; once the country that asked 
for support accepts the international support, there are some conditions that should 
be accepted, including the implementation of some ways of mass education. There 
is a preconceived assumption the international organizations have their own inter-
ests when they conduct and develop education policies in specific countries.

UNESCO as an international organization and the specialized United Nations 
agency for education would find it difficult to implement the Global Education 
Agenda that is approved at global level for 2030, on a country basis. To influence 
the countries, the approach used should be contextualized, as the reality differs from 
country to country. It should generate partnerships and be focused on undeveloped 
countries. In Africa, most countries have historically existing pressures for imple-
menting foreign educational models, and more particularly in relation to the TVET 
system, in Botswana, for example, the BTEP program was developed by the Scottish 
Qualifications Authority and was not successful at all. It was not contextualized nor 
developed by the locals and it was socially not accepted. As a consequence this situ-
ation generated gaps that couldn’t make the program succeed. In the case of 
UNESCO’s TVET program, the BEAR project was tailor-made to address the exist-
ing needs, which completely changed the social perception, the perceived relevance 
of the program, and therefore the influence of UNESCO on the development of the 
national TVET system.

On the other side, there is also a group of people (UNESCO representatives at the 
National Commissions (NATCOM), experts from the Botswana Qualification 
Authority (BQA), and TVET experts from the Namibian Training Authority) who 
consider that there is no relation between the development of national education 
policies from international organizations and the pressures on developing ways of 
mass education at national level. An explanation is provided by describing the artic-
ulation process carried out by UNESCO on the development of the Global 
Sustainable Development Goal number 4. The process started with a consultation at 
national level, followed by the preparation of a report at regional level that was the 
basis for the discussion during the global consultation that took place in May 2015 
at Incheon, South Korea, at the World Education Forum. The articulation of this 
procedure allowed all countries to raise their voice at a global level.

In Botswana and Namibia, there is no perception of existing pressures to develop 
or introduce a way of mass education through the support of international organiza-
tions. The reason why this happens is because the approach used by the governments 
is always national oriented and focused on local people. The governments are confi-
dent about the goals to achieve as a nation. They have a clear set of national priorities 
on education that guide the development of education policies and are articulated on 
the national strategies and development plans, to align the national needs with the 
development processes. Therefore, the governments take in very careful consider-
ation that there is no imposition even if the development program comes from an 
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international organization. A good example of this is explained by the Botswana 
traditional consultation process named as “kgotla” tradition that refers to the public 
meeting, community council, or traditional law court, used as customary court. The 
community decisions are always arrived by consensus, every single person is 
allowed to speak, and no one may interrupt while someone is having their say.

The pressures to introduce ways of mass education at national level may depend 
on the development level of the country and the national commitment and owner-
ship on the development process of building their own policies. This is justified by 
the idea mentioned by the manager of VET standards at NTA that if a country has a 
clear goal and strategy to achieve at national level, the international organization 
could provide the expertise and knowledge to fulfill the strategy, but if there is no 
existing strategy, the international organization will tend to impose a model that has 
been already used and put in place somewhere else.

9.1.3  UNESCO’s Role on the Development of National TVET 
Systems

As mentioned before, UNESCO’s main role on the development of TVET policies 
in both countries has been to act as the facilitator to member states in their own 
development processes. UNESCO has facilitated rather than imposed policies and 
practices based on a dialogue with national government institutions, according to 
their national context. UNESCO has taken the risk that national governments won’t 
assume to develop and implement new contextualized policies that are able to prove 
that are practical to be developed.

UNESCO as the UN specialized agency on education should have the best 
knowledge and expertise to guide the development of any national education sector. 
UNESCO has been assisting the development of national TVET policies in both 
countries already in the past. With its support, the nations developed policies which 
were more relevant to the economy, especially in terms of the alignment with the 
national development strategies. At this moment in time, UNESCO has been 
involved in the development of the national TVET system since the conception 
phase of the BEAR project, supporting the national parties during the consultative 
meetings, facilitating all the support and assistance needed. It has revised the exist-
ing TVET programs in the countries, and from the revision it has helped to build 
capacities of national people. UNESCO has piloted the conceptualization of the 
project in the selected trades. Once the assessment certified that the curriculum 
development component of the project has been successful, the Ministry of 
Education and Skills Development can see the benefit that the project brings to the 
country and decide to implement the approach in other sectors.

The national TVET agencies in both countries considered crucial UNESCO’s 
role in terms of finding technical expertise and knowledge worldwide and for gen-
erating international partnerships that allowed the exchange of best practices across 
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the world. They also considered crucial the capacities built on national TVET 
experts that allow them to replicate the experience to other sectors and therefore 
guarantee the sustainability of the project at national level. It cannot be forgotten the 
important role of UNESCO mobilizing economic and financial resources as well as 
its role on the provision of material and equipment to some extent in both countries. 
Therefore, UNESCO’s role has been primarily to bring expertise, knowledge, and 
resources to the countries.

UNESCO’s role specifically on the curriculum development process has been the 
introduction of significant changes to the national TVET systems. The main change 
has been the introduction of the DACUM approach. Even though the DACUM pro-
cess was originally developed 20 years ago, it has been a very useful and beneficial 
approach for both countries, as it is based on a “fit-to-size” approach, which has 
been very successful; three factors are highlighted: the first one is the introduction 
and development of the blueprint; the second one is the introduction of the examina-
tions as the new assessment methods; and the third one is the introduction of a 
structured work placement. Moreover, the key elements that have been new in the 
use of this approach are, on the one hand, the introduction of the labor market analy-
sis as part of the process and, on the other hand, the industry involvement. Some 
critics to the use of the DACUM approach consider that it could be better to include 
a mixture of the former and the new approaches used. The major gap identified on 
the use of the DACUM approach, is that some of the foundational skills that the 
students are required to learn within the curricula, were not incorporated on the new 
elaborated curricula using DACUM. The main consequence of this gap appears if 
the student wants to continue studying once the  TVET programme is com-
pleted  as  some relevant foundational skills will be lacking. Nevertheless the 
DACUM approach is understood as a most practical approach by the majority.

In addition to that, UNESCO’s role on developing national capacities related to 
TVET is relevant. UNESCO’s role was firstly, to identify and select key potential 
people, individuals who are committed and passionate, capable of taking the owner-
ship and the leadership of the work they do, to lead and coordinate the project on the 
ground. Secondly, UNESCO’s role was to set standards on TVET teacher train-
ing processes. For skills transfer, it is important to recognize that the teacher is no 
longer a teacher but is a facilitator; is a person who guides the learning. Thirdly, 
UNESCO should reinforce the quality and the quantity of the students and teacher’s 
training programmes and reinforce the exposure of students to get training experi-
ences abroad. Fourthly, UNESCO should generate more partnerships that bring fur-
ther opportunities to building national capacities in a long-term run. The different 
areas in which UNESCO has built national capacities are curriculum development, 
education planning, and education project managers (implementers) (Fig. 9.2).

Some critics have been made in relation to UNESCO’s role on the development 
of national education policies. The first one considers that UNESCO should be able 
to put the political dimension aside for the development of national education sys-
tems and advocate for an education reform at national and even at regional level that 
could eradicate the existing situation where universities produce more graduates 
that the labor market can absorbed. The education system has created expectations 
about what the education system will bring to your life, but unfortunately does not 
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match with reality. The second critic refers to the responsability that UNESCO has 
in promoting good governance. Governments should be the only responsible to 
address their development from an autonomous way; there are countries that ask for 
financial foreign assistance and support when they have a 4–5% annual growth rate. 
The third one, gives UNESCO the responsability to support goverments in fighting 
corruption within the education sector, which is one of the biggest problems in 
Africa, specially related to the public policy sector. Moreover, it is expected that 
UNESCO provides technical assistance to implement good projects from the field 
offices. To conclude, it is expected that UNESCO advocates to incorporate transpar-
ency and accountability processes within international organizations.

As a final remark to UNESCO’s role regarding the development on national 
education policies, the head of UNESCO office in Windhoek, Namibia, supported 
by Mundy (2006) stated that it is clear that UNESCO has to regain its mandate on 
education within the UN System; for the last decades, UNICEF is taking the lead on 
education in some African countries; this could affect or have a direct and bi- 
directional relation to the lack of funds and financial support to the agency.

To conclude this part, a general overview of the role that any international 
organizations should have on the development of national education policies is (a) 
to provide technical expertise for the development of national policies in member 
states; (b) to act as a catalyst and clear house for ideas, to bring international and 
national experts working together, and to facilitate the development of national edu-
cation policies; (c) to build capacity and provide training so that the nationals could 
develop the country by themselves in a midterm long-term perspective; (d) to pro-
vide sponsorships and financial support to students; (e) benchmarking; (f) to allo-
cate financial resources to support the development of national educational 
programs; (g) to provide assistance on the education system reform that is needed; 

1. To act as facilitator to member states on their own development
process

2. To take the risks that national governments won’t assume to develop
new contextualized policies

3. To assist on the development of national education sector plans
aligned with national development strategies

4. To generate international partnerships to exchange best practices
across the world

5. To find technical expertise and knowledge worldwide

6. To conduct specific contextualized TVET programs in different
countries all over the world (in order to build national capacities on
TVET)

Source: Own elaboraion.

Fig. 9.2 UNESCO’s role on the development of national TVET systems
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(h) to share the best practices and expertise and let the government decide if they 
want to implement it nationally or not; and (i) to support states to clarify national 
priorities in relation to the 2030 Sustainable Development Goals.

9.1.4  UNESCO’s Strengths, Weaknesses as International 
Organization, and Suggestions to Improve the Efficiency 
of Its Mandate and Work

As international organization, UNESCO has some strengths and weaknesses in 
order to support the development of the national education systems. UNESCO 
strengths are: firstly, the high talented and qualified staff of the organization and 
consultants that bring an extraordinary capacity in terms of knowledge, skills, and 
expertise. Secondly, it has a worldwide mandate; the final goal of UNESCO is to 
make possible that the countries itself are able to develop their education systems by 
themselves; it is not regionally focused. Thirdly, as UNESCO is formed by 198 
member states, it has direct access to a baste amount of quantity and quality infor-
mation that is able to obtain through its network. UNESCO is in a better position to 
access all existing strategies and policies from member states and for sharing good 
practices. Fourthly, in general UNESCO’s approach to develop national education 
systems is faster and more cost-effective than other international organizations as 
mentioned by the National Project Officer in Botswana. Fifthly, its mandate as labo-
ratory of ideas, facilitates the articulation and dissemination of research products, 
for example, the institutional website is accessible to people all around the world 
freely. Sixthly,  UNESCO’s final strenght is  related to its privileged position in 
order  to create and establish partnerships among different countries, it has more 
than 70 years of experience (Fig. 9.3).

The main weaknesses that UNESCO faces as an international organization, on 
the one hand, in general terms are firstly and foremost the tedious internal bureau-
cracy that directly affects its efficiency in terms of delivery of its outputs and out-
comes, which have a negative impact on UNESCO’s reputation and reliability. 
Secondly, the lack of a faster response to the demands of member states; this is an 
existing reality that may be caused by not having enough competitors with similar 
mandate and scope of work at international level. Thirdly, there is a sensible weak-
ness in terms of lack of visibility; UNESCO’s work could be more visible and 
accessible worldwide. Fourthly, UNESCO lacks of financial support to implement 
specific projects due to the actual financial situation of the organization. Fifthly, the 
continued internal restructures on personnel have increased significantly the person-
nel turnover over the last years, causing a brain drain of UNESCO’s principal asset. 
Lastly, UNESCO has a strong political orientation, there is always strong politi-
cal influences when taking decisions; it is important that UNESCO leaves the politi-
cal dimension aside from UNESCO’s mandate and work (Fig. 9.4).

On the other hand, and particularly about the development of TVET policies and 
implementation of this project, UNESCO’s main weakness on this regard is that 
there is no existing clear TVET strategy on education; the main reason for this 
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Fig. 9.3 UNESCO’s strengths as international organization

Fig. 9.4 UNESCO’s weaknesses as international organization
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 statement is that despite the written reports and policies developed by academia 
people, there is a serious lack of experienced TVET experts formulating a real, reli-
able, and feasible TVET strategy (focusing much on better planning rather than on 
what seems to be the most important element for UNESCO: outputs and outcomes). 
It also lacks experience on what a TVET project is about and a clear understanding 
on how to implement it efficiently.

In order to improve UNESCO’s efficiency supporting the development of the 
TVET system and especially in relation to the implementation of the BEAR project, 
several suggestions have been enumerated. Firstly and foremost, the coordination of 
the project should be done from the regional office, rather than from UNESCO 
HQ. Managing the BEAR project from a country with no physical proximity is use-
less when the regional office has enough capacity to do it. Secondly, in order to 
guarantee the sustainability and development of the TVET systems, the BEAR proj-
ect should be progressively transformed from a project to a program at national 
level and be replicated in different economic sectors. Thirdly, the curriculum devel-
opment process should be planned to be automatically followed by a teacher train-
ing programme, and the training programme should be done prior to the implemention 
of the pilot. Finally, in relation to the scope of the project, during the construction 
of the logical framework, it is important to consider all elements that would be sig-
nificant for the implementation of the project, including for the financial situation of 
the students and the TVET centers available resources.

In addition to what has been mentioned above, the reinforcement of the work 
done by the National Project Officer is highlighted. In Namibia a specific sugges-
tion to reconsider the incorporation of some essential courses (drawing, math, and 
science) that were existing previously and have been now erased within the new 
curriculum is important to encourage the students to further learning or continue 
studying.

9.1.5  UNESCO’s Role on the Development 
and Implementation of the BEAR Project in Botswana 
and Namibia

9.1.5.1  Essential Strategies Undertaken by UNESCO Essential 
for the Success of the Project

Two main strategies have been essential for the success of the project in the country: 
the first one refers to UNESCO’s efforts in promoting TVET at national level, by 
providing expertise and allocating resources for the development of the TVET sys-
tem, and the second one relates to the best practices learned through the BEAR 
project that will allow the national government to replicate and expand to other sec-
tors in order to fully develop their TVET systems.

Moreover, in Botswana, the approach used to bringing together the experts from 
the TVET sectors, from the national TVET policy makers, as well as the TVET 

9 Conclusions and Recommendations



219

teachers and staff at the technical schools, and specially the consideration to intro-
duce the participation of the industry experts has been a key factor for the success 
of the project. Named as a “talked strategy,” it follows the Botswana cultural tradi-
tions and culture on how to discuss and solve the problems, which is traditionally 
named as “kgotla”; as a consequence of the use of this approach, the involvement of 
all participants has been very significant, and they are focused on thinking about 
solutions rather than thinking about problems.

The introduction of a specific provision for equipment and the importance of the 
UNESCO NPO, to conduct the activities and guide the process, within the imple-
mentation strategy has been essential for the success of the project.

9.1.5.2  The Main Barriers Faced by UNESCO During the 
Implementation of the Project

Several barriers were faced during the implementation of UNESCO’s TVET project. 
The first one was the initial natural aversion to UNESCO from the society, from the 
TVET experts, and from  the TVET providers in both countries. This aversion is 
explained due to the national historical background of the foreign support provided 
to the nation by the foreign agencies (donor or aid agencies). People were worried 
about the implications that the support provided by UNESCO would have in the 
society and the system (fear to the imposition of foreign TVET policies).

Changing people’s mind-set was a barrier that was overcome through the 
involvement of people in all the stages of the implementation process and giving 
them the ownership. Secondly, there was a language barrier between international 
partners and TVET experts in the country, considered as an important barrier; it 
generated some clashes that directly impact the speed of the implementation process 
and potentially could have undermined the finalization of the project. Thirdly, 
UNESCO’s internal bureaucracy produced delays on the implementation of 
programmed activities from all partners (the national counterpart in TVET and the 
international implementing partner, KRIVET). Fourthly, during the inception phase, 
when the project was planned there was a lack of consideration about what would 
be  the formal  quality processes and procedures  that the national institutions 
would require in order to formaly introduce the new curriculum officially into the 
education system; this barrier has been crucial. To get the endorsement from the 
national quality assurance entity has been a difficult task. Fifthly, the lack of the 
resources required for the project implementation (e.g., equipment for the TVET 
centers) and the delay on the delivery according to what it was established on the 
project plan is a recurrent barrier; the implementation priorities fluctuate constantly 
and create expectations based on promises that were not put in practice at all or at 
the time promised.

Moreover, other barriers had been identified; the lack of sponsorships program 
for students, the quality on the instruction process to TVET teachers on the new 
curriculum developed, and additional difficulties associated with the distribution of 
TVET students on workplace learning or industrial attachment have been some 
important barriers that have been faced.
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9.1.5.3  How the UNESCO Project Will Affect the Future Development 
of Other Sectors?

In both countries, the development of the TVET system has shown that there is a 
real need at a country level, to further replicate the approach implement in other 
sectors in order to consolidate the new developed TVET system. Therefore, it will 
be crucial to work with all education stakeholders, government officials, and institu-
tions together, as a unique system. Incorporating all stakeholders into the process 
will also affect the development of other sectors. The capacities that have been cre-
ated through the whole process will be the seed to replicate it in the future.

In addition to that, the support provided by the international implementing 
partners in all phases and activities has provided the benchmark that was needed for 
the future development of other sectors. The BEAR project experience has 
established the basement to be replicated in other sectors in the near future.

National governments have enough capacity to replicate the project once 
UNESCO stop financing the BEAR project; the two main reasons for this are, on the 
one hand, the empowerment and capacities built in local experts would make pos-
sible to develop and replicate the same activities successfully in the future and, on 
the other hand, financially the provision of the TVET levy will ensure the economic 
requirements needed. Nevertheless external support or assistance would be an asset, 
despite the existing capacities at national level.

In addition to what has been mentioned above, the sustainability of the project is 
guaranteed based on two elements. Firstly, the simple fact that the goals of the proj-
ect could be replicated, as the governments have become aware of the capacities that 
the project has developed on the national TVET experts and would like to ensure 
that this expertise is used for the further development of the TVET system by repli-
cating the approach used in other trades and industry areas. The project has offered 
the possibility to develop a lifelong learning TVET approach not only within TVET 
students but also with the TVET experts and policy makers. Therefore the transfor-
mation of the BEAR project into a program is something that should be done and 
will guarantee the sustainability of the results achieved so far. Secondly, in terms of 
the implementation cost, as mentioned before, the project is cheaper and more cost- 
effective than the old TVET system, which will make easier the continuity of the 
project once UNESCO stops financing the project.

9.2  Recommendations

Based on the results of the research study, some recommendations are suggested to 
improve the development of the national TVET systems in both countries: Botswana 
and Namibia. These recommendations enumerated below could be part of the 
national education reform suggested by stakeholders:
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 1. To enhance the role of TVET in supporting national (and regional) development 
objectives.

 2. To expand access to technical vocational education and training.
 3. To upgrade vocational teacher education.
 4. To increase the productivity of TVET students.
 5. To introduce examinations as part of the TVET learning assessment process.
 6. To enhance the importance of work-place training.
 7. To explore and include new models of TVET learning including distance TVET 

learning on the national TVET system.
 8. To maximize the utilization of TVET resources.
 9. To increase the engagement of the formal TVET system with micro and 

informal enterprises.
 10. To consider the impact of HIV/AIDS on skills development at the national 

level.
 11. To engage TVET colleges in educationally aligned income generation activities.
 12. To develop new strategies for sponsorship.
 13. To create a fast track pathway for highly skilled technicians to gain TVET 

teacher qualifications.
 14. To develop management information systems.
 15. To bring the private TVET into the national TVET system.
 16. To reinforce the policy coordination across government departments and 

agencies.
 17. The emergence and performance of qualifications systems.

9.2.1  To Enhance the Role of TVET in Supporting National 
(and Regional) Development Objectives

This research study claims that TVET should be a major element of national (and 
regional) economic and social policies and also points to various national pro-
nouncements about the role of TVET in meeting aspirations such as international 
competitiveness and poverty reduction.

Skills policies must be part of a broad set of policies that are conductive to high 
rates of growth and investment, including strong growth in good-quality  employment 
and respect for worker’s rights. Skills and employment policies should be viewed 
together.
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9.2.2  To Expand Access to Technical and Vocational 
Education and Training

Ensure broad access to training opportunities, for women and men, and particularly 
for those groups facing greater difficulties, in particular youth, lower-skilled work-
ers, workers with disabilities, and rural communities should be included within all 
TVET policies. Dedicated policies are required to facilitate access to training and 
skills development by individuals and groups hindered by various barriers, includ-
ing poverty and low income, ethnic origin, disability, and migrant status (ILO 2010).

There is a real need to give greater gender considerations to the profile of the 
workforce, in the industry at all occupational levels. Some of the recommendations 
on this regard are the following: (a) a greater proportion of females should be con-
sidered in bursaries and grant fundings; (b) efforts should be made at school level to 
encourage females to take subjects needed for employment in any sector of the 
industry, including those sectors which are historical and socially are more male 
oriented; and (c) encouragement in planning is needed in companies to promote 
women participation.

9.2.3  To Upgrade Vocational Teacher Education

Any attempt to improve national TVET systems must include vocational teacher 
education reforms. Upgrade vocational teacher education is a compulsory require-
ment in both countries due to the poor conditions under which vocational teachers 
are working.

Requirements for teacher training include the need to provide in-service training 
to staff at each of the TVET colleges. Teacher training programmes should include 
lessons on pedagogy, technical training, and administration. TVET policies should 
encourage lifelong learning and continue training for all staff working at technical 
colleges.

The training developed should always update the current preservice training 
offered at colleges of technical and vocational education. It is also expected that 
colleges and staff will work closely with industry to develop the skills needs of 
trainers (Fig. 9.5).

Teacher training should be based on outcome-based education. The teacher 
training programs must be certified by the Quality Assurance and Assessment units 
belonging to the Ministry of Education and be sustainable over the long term 
(Fig. 9.6).
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9.2.4  To Increase the Productivity of TVET Students

Each country’s prosperity depends on how many of its people are working and how 
productive they are, which in turn rest on the skills they have and how effectively 
those skills are used (ILO 2010). To increase the TVET student productivity is a 
crucial factor not only to guarantee the success of the human capital investment 
from the TVET employers but also for the economic growth of the nation.

TVET employers consider that once the TVET qualification has been obtained, 
attitude of the graduates is the most important factor for an employer to employ any 
potential candidate, some time even more important than formal qualifications 
(HRDAC 2013).

Therefore, within the students’ learning process, good attitudes should be taught. 
The most valuable attitudes are (HRDAC 2013):

 (a) Skilled personnel who are dedicated and hardworking
 (b) Professional behavior and how to conduct oneself in a business environment
 (c) Customer service and telephone manners
 (d) People who take pride in the work they are doing
 (e) Commitment to the job and work ethic
 (f) Reliability, punctuality, take responsibility

Fig. 9.5 TVET teacher training areas

Fig. 9.6 Teacher training Outcome Based Education (OBE) areas
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The experience of graduates is the second most important factor to increase the 
productivity on TVET students. Employers believe that graduates with work experi-
ence require less supervision and less on-the-job training because they are familiar 
with the environment. Work experience also enables graduates to provide refer-
ences, which are valued by employers.

The top 4 skills gaps from students are (BB 2009):

 (a) Personal skills and attributes
 (b) Management and leadership skills
 (c) Attitudes toward public
 (d) General understanding of the services offered by the business

9.2.5  To Introduce Examinations as Part of the TVET 
Learning Assessment Process

Examinations represent an opportunity for TVET students to demonstrate their 
understanding of the content of the unit they have studied, as part of their assess-
ment process. Examinations could take place at the end of a semester or end of year 
and take the form of extended essay-type questions which link together learning 
outcomes and performance criteria within a unit specification.

Examinations are timed to ensure that candidates provide relevant information 
relating to the question being answered, not just simply recalling what they have 
learnt (Fig. 9.7).

9.2.6  To Enhance the Importance of Workplace Training

Practical experience in an actual workplace, which is aligned to their field of study, 
is invaluable for students. Work placement is where a student spends a period of 
time in a workplace and undertakes a number of predetermined and agreed 
competencies.

There are several benefits of carrying out workplace training: (a) students gain an 
understanding of the type of work associated with a specific vocational area; (b) 
builds discipline in attendance, punctuality, receiving instructions, responding to 
supervision, etc.; (c) builds an understanding of the relationship between study and 
work activities; and (d) provides opportunities for gaining future employment.

The provision of workplace training activities should include a previous work 
with students regarding the following items: (a) what to expect in the workplace; (b) 
punctuality, attendance, and timekeeping requirements; (c) how to receive and fol-
low instructions; (d) safety and health requirements; (e) what to do in cases of emer-
gency; and (f) how to behave in the workplace.
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9.2.7  To Explore and Include New Models of TVET Learning 
Including Distance TVET Learning on the National 
TVET System

The globalization of markets is accelerating the diffusion of technology and the 
pace of innovation. New modes of delivery of TVET education should be explored; 
these include the development of different modes of distance TVET education 
(ILO 2010).

The educational policies are a powerful external driver for change and point in 
the direction of more flexible teaching and learning methodologies with an empha-
sis on distance learning provision and the use of technology to address issues of 
increased access and equity and improved quality with cost-effectiveness. The 
introduction of this new provision of TVET education is required to specifically 
meet the challenges of a modern labor force through diversified modes of delivery.

9.2.8  To Maximize the Utilization of TVET Resources

TVET resources when compared with the resources required for other educational 
institutions are extremely expensive. Skills training require workshops, specialist 
machines, tools, etc., all of which are expensive resources. Because of the high cost 
associated with TVET provision, it is essential to maximize the use of these 

Examinations are scheduled by the 
Department of Technical and 
Vocational Education and Training

Examinations are written by the 
Department of Technical and 
Vocational Education and Training

Examinations are vetted by the 
Quality Assurance and 
Assessment Unit

Examinations are distributed by 
the Department of Technical and 
Vocational Education and Training

Examinations are administered 
by Colleges at the same date 
and time as scheduled without 
exception

Examinations are marked by 
the Department of Technical 
and Vocational Education 
and Training

Results are verified by the Quality 
Assurance and Assessment Unit

Source: Own elaboration

Fig. 9.7 Roles on the TVET examination process
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resources to their fullest capacity. This involves ensuring teachers’ time is fully and 
purposefully occupied, class sizes are at maximum operating sizes, facilities are 
used the maximum amount of hours per day, and machines and equipment are at 
their optimum safe working levels.

To maximize the use of resources, managers of TVET institutions should:

 (a) Establish the minimum equipment requirements.
 (b) Ensure that the equipment is well maintained and minimize the risk of injury.
 (c) Apply effective space utilization practices.
 (d) Develop operational parameters for teaching and non-teaching staff.
 (e) Develop and implement resource management system.
 (f) Establish an inspectorate for TVET centers that could monitor the safety in 

workshops and laboratories.

9.2.9  To Increase the Engagement of the Formal TVET 
System with Micro and Informal Enterprises

Industry engagement refers to the relationship between the TVET institution and 
key companies and employer groups, in which microenterprises and informal enter-
prises should be part of it. TVET institutions must engage with these organizations 
to ensure that training activities meet the knowledge and skill requirements of 
employers and the broader economy.

Managers of TVET institutions should consider and apply some or all of the 
following strategies for building ongoing relationships with industry and employers:

 (a) Develop a policy and procedure for engaging with industry at an institutional 
level.

 (b) Employ staff with relevant industry experience.
 (c) Include industry engagement in teacher duties.
 (d) Develop guidelines for workplace attachment.
 (e) Engage in educationally aligned income generation activities.
 (f) Develop strategies for sponsorship.

The benefits of engaging TVET institutions with industry’s companies are the 
following: (a) industry provides key industrial advice which increases the relevance 
of TVET programs; (b) industry provides work placement opportunities for TVET 
staff to upgrade the currency of their vocational skills; (c) industry provides work 
experience for TVET students which allows them to experience the “world of work” 
and adds purpose to their study; and (d) sponsorship, joint promotional activities, 
etc. are other ways industry (including microenterprises and informal enterprises) 
can link with TVET.
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9.2.10  To Consider the Impact of HIV/AIDS on Skills 
Development at the National Level

In Botswana and Namibia, HIV/AIDS is seen as both exacerbating skills shortages 
and undermining current efforts at skills development. An exploration of what pub-
lic TVET providers are doing and can do to address issues of access for people liv-
ing with AIDS and of HIV/AIDS education should be done. The development of 
policies on this matter should also be carried out not only in these two countries but 
for the region as well.

9.2.11  To Engage TVET Colleges in Educationally Aligned 
Income Generation Activities

TVET college generates discretional income by engaging the outputs of its practical 
training in commercial activities that are related to the educational activities of the 
organization. This income could support the colleges to purchase additional equip-
ment, engage in staff professional development activities, undertake facility 
upgrade, etc.

There are several benefits of engaging in educationally aligned income generation 
activities: money is available for discretionary items as determined by the college; 
engaging in commercial activities exposes staff and students to external standards, 
practices, and the broader economic environment; and forges links between the 
brigade/college, the community, and local industry.

9.2.12  To Develop Strategies for Sponsorship

TVET colleges should develop strategies to obtain sponsorship, as for example any 
commercial arrangement in which a sponsor provides a contribution in money or in 
kind to support an activity in return for certain specified benefits, generated at the 
TVET college.

The benefits of developing sponsorship are the following: it provides mutual 
benefit to TVET institution and the sponsor in terms of marketing and promotion; it 
increases the relevance and status of TVET by being associated with reputable 
external organizations; it provides a budgetary benefit to the college by not having 
to provide the item themselves; and it increases TVET external engagement.
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9.2.13  To Create a Fast Track Pathway for Highly Skilled 
Technicians to Gain TVET Teacher Qualifications

One way of building the technical competence of the TVET workforce is to 
encourage highly skilled technicians to move from industry and take up teaching 
positions in TVET institutions. There are often significant barriers to people making 
this type of career move. These include the lack of financial incentives to change 
careers, the length of time needed to gain TVET teaching qualifications, and the 
absence of professional support provided for new entrants into the profession.

While acknowledging these problems, it is important to look at ways of attracting 
highly skilled technicians and highly qualified graduates into teaching and training 
positions. One response to this situation could be the development of fast track teacher 
training pathways for high-caliber technicians and graduates seeking entry into the 
profession. These programs often consist of an intensive teacher education program, 
a structured placement in a school or training center, and a mentoring arrangement in 
which the new teacher is supported by an experienced teacher or trainer.

The key benefits of a fast track teacher training pathway for highly skilled 
technicians seeking to become TVET teachers are the following: (a) it increases the 
supply of TVET teachers with high-level technical skills; (b) it increases the supply 
of TVET teachers with recent industry experience; (c) it improves the relevance of 
trade training programs by ensuring that TVET teachers have current industry 
knowledge and the skills required to train and assess others in advanced technical 
skills; and (d) it promotes the exchange of skills between industry and the TVET 
sector, and finally it changes the work culture of TVET institutions by recruiting 
staff who have recent industry experience, are aware of the skill requirements of 
industry, and are used to working in a business environment.

9.2.14  To Develop Management Information Systems

National TVET management information systems are not well developed. The lack 
of systemic collection and aggregation of data presents severe challenges for moni-
toring the developmental status and performance of national TVET systems. While 
there is no national TVET-MIS, some TVET data are available, providing some 
statistical information on TVET.

The development of a management information system is required to compile 
national data on key indicators (e.g., total enrolment in TVET, number of providers, 
and numbers of staff) for the sector as a whole.
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No country has sufficiently robust TVET-MIS to support sector-wide forecasting, 
and none of the systems are linked to labor market data systems. Initiatives to link 
skills development to labor market data should be implemented.

9.2.15  To Bring the Private TVET into the National TVET 
System

The private provision in TVET does have a potential to contribute to achieve the 
national developmental goals and to be incorporated into an overall national model 
of TVET system.

9.2.16  To Reinforce the Policy Coordination 
Across Government Departments and Agencies

One of the main existing challenges in relation to the development and strengthen 
of the TVET systems is the reinforcement of better coordination mechanisms across 
government departments, industry, and training institutions, which indeed play all 
together a strategic role in anticipating future needs.

9.2.17  The Emergence and Performance of Qualifications 
Systems

The implementation of systematic quality assurance processes should be a must in 
any TVET qualification system. This particular recommendation is supported by the 
South Africa National Skills Survey (Paterson et al. 2003). Transparency and trust 
in qualifications play a fundamental role in the global labor market,  and is a requi-
site for the comparability and recognition of qualifications at the national and inter-
national level (UNESCO 2017) 

Assessing the relevance and quality of training institutions and programs, relative 
to their cost, it is not simple. Tools and methods, including international comparisons, 
require further development.

In relation to the qualifications systems in the SADC region, it is important to 
measure the impact of existing qualification frameworks. It seems that nowadays 
within the SADC region, there is a wide range of meanings attributed to NQFs and 
the equally diverse pace of implementation.
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Following the recommendation made at the Third International Congress on 
Tecnical and Vocational Education and Training, held in 2012 in Shangai; the SADC 
region should explore the possibility of developing quality assurance guideliness for 
the recognition of qualifications based on learning outcomes and to facilitate the 
recognition and international comparison of TVET qualifications on the region.
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