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Operational deﬁnations of the key variables
Variable
Academic skills
Basic computing s kills
Capability
Competence

Core values
Entrepreneurship
Financial planning and
management
Guidance and
counselling
HIV and AIDS knowledge
Life skills
Literacy skills
Marketing and sales
Non-academic skills

Numeracy/mathematics
skills
Relationships, courtship
and mar riage training
Sexual and reproductive
health education

Social -emotional skills

Technical skills

Whole youth
development

Operational deﬁnition
Cognitive skills and higher-order competencies learned in school,
college and TVETs, and universities.
Ability to undertake primary computer functions such as use email,
internet, word processor, and spreadsheets.
The power or ability to undertake an activity.
Ability, knowledge, skills, and commitments that enable a person or
persons to act or undertake an assignment, job, or situation
effectively. It involves having quality and adequate judgment and
strength for a given task and/or in a given ﬁeld.
Beliefs and principles that an individual or an organization deems
central and which inﬂuence their behaviors or operations.
Ability and willingness to organize, develop and manage a business
venture regardless of the risks, in order to realize a proﬁt.
All ﬁnancial activities including assigning of roles, recording and
regulation of ﬁnancial transactions, budgeting etc.
Support an individual towards achieving their desired pathway. This
includes matters pertaining to health, education, and relationships
among other life choices.
Basic knowledge of HIV and AIDS, including its trend in the country,
means of its spread, control and prevention.
This refers to abilities for coping and positive behavior that enables
humans to deal effectively with the challenges and demands of life
Ability to interpret printed and written materials associated with
varying contexts to identify and understand issues of concern.
An undertaking or industry of promoting and selling of goods and
services, including advertising and market research.
Non-cognitive skills or skills obtainable or obtained during the
course of learning for a formal school subject. For instance, selfmotivation, self-awareness, and networking skills.
Ability to reason with numbers and other mathematical concepts
and to apply these in a range of contexts to solve a variety of
problems.
Training or mentorship on how to relate to others and maintain
healthy and harmonious relationships.
Educational information relating to reproductive health. Such
information includes but is not limited to abstinence and use of
contraceptives for the sexually active individuals in an effort to guard
against unplanned pregnancies and sexually transmitted diseases.
Essential skills needed by individuals to help recognize and control
their emotions and behaviors, set and achieve positive goals, and
establish and maintain positive relationships.
Abilities and knowledge required to start and undertake
engineering, scientiﬁc, or computer related assignments, including
other speciﬁc tasks pertaining to technology.
Incorporates all academic and non-academic (values, spirituality,
social and emotional skills, and life skills) skills obtained by a student
in the course of their life development/growth. These include the
activities, structures and cultures that strengthen the entire young
person, and is sometimes referred to as 'Holistic Youth Development
- HYD'.
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Executive summary
Academic and technical knowledge, individual core values as well as skills and capabilities are
key success factors in the labor market. These traits are especially important for young people
st
preparing for the 21 century workplace. It is essential that they cultivate 'Whole Youth
Development' (WYD) skills which encapsulate academic and technical competencies alongside
soft skills, such as critical thinking, problem-solving, social and communication skills,
persistence, creativity, and self-control. This holistic skill set helps support integration of youths
into society as well as the wider community and other social contexts. This report provides an
assessment of how young people acquire these core values and capabilities within Technical and
Vocational Education and Training (TVET) institutions in Kenya.
Every year about 10 million youth graduate from TVET institutions in Africa, with 500,000 to
800,000 of them in Kenya (Samuel Hall, 2017). However, little is known about how well the
education and training institutions prepare young people through a 'Whole Youth
Development' approach to enhance their success in the labor market. Emerging literature on
the automation and digitization era show that soft skills enable individuals to learn how to learn,
and hence adapt to a fast-changing technological era (Nebe & Mang'eni, 2016; Sikenyi, 2017;
World Bank, 2016).
To inform policy discourse as well as improve understanding of how youth in Kenya are prepared
to succeed in the job market, this study investigated:
Ÿ
Ÿ
Ÿ
Ÿ
Ÿ
Ÿ

The extent to which TVET policy frameworks promote WYD among youth;
The extent to which TVET curricula integrate WYD;
Existing capacities within TVET institutions for the production of core values
and capabilities;
Key inﬂuencers of WYD for TVET institutions in Kenya; and
The extent to which students in TVET institutions exhibit WYD capabilities.

A cross-sectional survey was used to obtain large observational data. The target population was
on-campus students aged 15 to 25 years, attending the three categories of TVET institutions that
are accredited by the Technical Vocational Education and Training Authority (TVETA). The study
sample for quantitative data included 171 institutional heads, 347 instructors, and 3,452 students
in both the ﬁrst and ﬁnal years of study. Additionally, qualitative data was collected from TVET
regulatory and policy making bodies, ﬁnal year students, and county (sub-national) directors of
TVET.
Data was represented using graphical representations of disaggregated data, as well as ratios
and proportions. Other calculations include creating composite indices as proxies for observed
traits or characteristics such as perception index and household socio-economic status.
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Key ﬁndings
TVET policy frameworks and WYD among
youth
One of the policy aims within Kenya's
education sector is the attainment of a wellspecialized and trained workforce that meets
international standards. TVET institutions
have been identiﬁed as viable pathways
towards this goal. Reforms undertaken on
TVET education to this end borrow from
Sessional Paper No. 14, 2012 – a policy
framework on Reforming Education in Kenya,
which is aligned to the country's economic
blueprint dubbed 'Vision 2030'.
The reforms (aimed at stimulating
employment, contributing to improved
productivity, competitiveness, and prosperity
of individuals), are also actualized through the
TVET Act of 2013. The act created a number of
bodies, including the Technical and
Vocational Education and Training Authority
(TVETA), and the Curriculum Development
Assessment and Certiﬁcation Council
(CDACC). The latter is a body responsible for
TVET curriculum development, assessment
and certiﬁcation of programs.
TVETA is governed by secondary regulation
through the Technical Vocational Education
and Training Regulations, 2015. Other Acts of
Parliament that govern the education sector
which houses the TVET sub-sector include:
Kenya National Qualiﬁcation Framework Act,
2014; Science, Technology and Innovation
Act, 2012; Kenya National Examination
Council Act, 2012; Kenya Institute of
Curriculum Development Act, 2012; Industrial
Training Act, 2012; the Basic Education Act,
2012; State Corporations Act, 2012; the
Universities Act, 2012; and the Accountants
Act, 2008, Revised 2012. These legal
frameworks are intended to help the
fulﬁlment of the TVET Policy aims of
effectively developing a coordinated and

xii

synchronized sub-sector that is able to
produce resourceful youth who are equipped
with the right values and attitudes needed for
the prosperity and growth of various
economic sectors.The study investigated
levels of awareness and familiarity with
available policies and/or services in TVET
institutions among policymakers and TVET
technical personnel. Most respondents were
aware about industrial attachment policies
(92.9%), industrial attachment liaison ofﬁcers
(85.7%), and had career counseling
departments (80.4%). However, fewer
respondents were conversant with sexual
harassment policies (50.0%), community
service policies (46.4%), and safeguarding
policies (35.1%).
Discussions on policy frameworks and their
role in WYD revealed that not all stakeholders
were conversant with existing policies. Those
who were aware of the existence of policies
that promote WYD posited that they were
either spearheaded by institutions mandated
to re/design the curriculum or partners with
interest in quality education in the country.
Despite their awareness of the policies, some
stakeholders had little or no concrete
knowledge of key highlights of such policies.
Some of these key highlights are promotion
of exchange programs between and among
institutions, partnership with other education
stakeholders and government involvement.
The respondents who knew about
government interventions in soft skills felt that
this was a move designed to shift away from
merely meeting the labor demand, to
promoting whole youth development. This is
evidenced by the development of a
competence-based education curriculum
that is being rolled out in the country's TVET
institutions.
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The extent to which TVET curriculum
integrates WYD
WYD was not perceived as adequately
integrated within the TVET curriculum. Eighty
percent of institutional heads and instructors
thought the level of coverage in the curriculum
of soft skills (e.g. relationships, sexual and
reproduction health skills) was lower than the
coverage of academic/technical skills. The
extent to which the WYD approach was
integrated in the curriculum was captured in
various programs available in the institutions.
Ninety percent of institutional heads thought
academic/technical skills documents were
available compared with the 70% and 60% who
thought the same about documents on core
values and social-emotional skills, respectively.
A similar pattern was observed among TVET
instructors.
The management structures of TVET
institutions includes the institutional head (also
called Principal, Manager or Director - these
terms are used interchangeably) who is the
accounting ofﬁcer, supervisor, overall planner,
and coordinator of all the institution's activities.
The deputy head of institution is responsible to
the head for teaching and administering
t e a c h i n g f u n c t i o n s , h u m a n re s o u rc e
management, administration, and ﬁnancial
control and management. In addition to these
responsibilities, the deputy also acts as the
institutional head when necessary. Department
heads are responsible to heads of institutions
for their various departments, while
teachers/instructors are mandated to teach
various courses/programs as assigned by the
department heads (Teachers Service
Commission, 2007). TVET institutions are
managed by a Board of Management (BoM).
The institutions also have a students' council
that interacts with the management on behalf
of the student community.

TVET managers said that about 65% to 99%
of listed activities perceived to nurture WYD
skills such as life skills, social-emotional skills
and core values, happened in their
institutions through various instructional
approaches adopted by instructors and
other out-of-class activities like debating
events for students to constructively critique
their peers' work. The three top activities
mentioned by over 95% of the institutional
heads included: providing students with
opportunities to practice skills acquired at
work; teaching students to be aware of self
and others; and assigning students timebound tasks. These three tasks focus on
learning to learn, developing relational skills
and time management.
Similar observations were made by TVET
instructors who mentioned encouraging
teamwork among students and presenting
their work to classmates as some of the key
ways in which soft skills are developed. The
least mentioned activities were:
opportunities for trainees to complete
community service; exposure to debates and
presentations that generally sharpen
communication skills; and peer review or
providing critiques of fellow students' work.
The qualitative data show integration of soft
skills in the curricula of TVET institutions,
a m o n g t h e m e n t re p re n e u r s h i p a n d
communication skills. Despite this, TVET
stakeholders felt that such integration does
not comprehensively meet the changing and
dynamic labor market skill needs driven by
the private sector. However, the stakeholders
acknowledge the positive steps being
undertaken by the government to bridge this
gap, including incorporating components of
soft skills in the on-going curriculum reforms
with a view of 'wholesome development of
learners'.
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Institutional capacity to develop core values
and capabilities
A vast majority of the instructors (over 90%)
felt that they were well equipped in terms of
expertise to run the main courses they teach.
More male instructors (93%) felt better
equipped than female instructors (89%) and
there was no real difference between public
and private institutions. To further investigate
existing capacities, instructors were asked to
rate how well they had been prepared to
teach academic and technical skills, life skills,
core values, and social-emotional skills. The
perception on the level of training in these
skills was highest for life skills (60.8%), and
lowest for social-emotional skills (50.0%). This
means that between 40% and 50% felt they
had a gap in their training, highlighting the
need for improved training across the ﬁve
skills groups.
Qualitative discussions attributed the low
levels of instruction for some key groups of
skills to the lack of clarity in the curriculum
around WYD. The curriculum places more
emphasis on the development or production
of technical skills over soft skills and core
values. Additionally, assessment procedures,
pedagogical practices, inadequate
prioritization of soft skills by institutional
leadership and the insufﬁcient coverage of
soft skills in the instructor training curriculum
also hamper the development of such skills in
TVET institutions. This contributed immensely
to the low capacity in training of soft skills and
core values within TVET institutions.
TVET institutions are usually organized to
deliver a centrally developed curriculum. To
promote WYD, some implement exchange
and collaboration programs for their students.
Students meet to exchange ideas and work
on projects together, especially in national
competition events. These programs enhance
both technical and soft skills as they foster
teamwork and nurture competition among
participating and partner institutions.

xiv

Key inﬂuencers of WYD in TVET in Kenya
Among TVET instructors, institution-related
factors (such as facilities, machinery or
materials, 41.2%; and workshops or
laboratories, 39.2%) present the biggest
hindrance in fulﬁlment of their duties.
Conversely, student-related factors – for
example student gender composition and
student religious background – offered the
least hindrance. Overall, the level of
hindrance to instructor duties based on the
factors under investigation, was perceived to
be higher in public institutions than private
ones.
The desire for acceptance among peers or
wider community was key for students.
Students brought up the importance of soft
skills in building good working relationships,
problem solving, and self-awareness among
other aspects of social wellbeing. Soft skills
facilitate learning to learn, and in their own
words '… makes you marketable and you can
easily identify your weaknesses and a gap that
you yourself can ﬁll' [IDI-R2]. Other key
inﬂuencers for the students included morality,
emotional management and religious
afﬁliation. Religious afﬁliation was mentioned
as key to WYD in TVET, perhaps due to the link
between religion and core values, such as
integrity and '… relating with others in
harmony'.
The extent to which students going through
TVET exhibit WYD capabilities
WYD capabilities were investigated through
assessments of students' perceptions,
understanding, preferences and conﬁdence
in selected values and life skills, functional
literacy, functional numeracy, and digital
learning. Most students who agreed or
strongly agreed with positive statements
about themselves rated dependability as
their core value (89.9%), followed by loyalty
(89.2%), openness (82.9%), and persistence
(75.6%). Less than half (46.1%) of the students
who agreed or strongly agreed with positive
statements about themselves rated
trustworthiness as their core value.
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Functional literacy, functional numeracy and
digital learning were assessed through the
ability to acquire and use information from
written text, ability to apply simple
mathematical operations based on some
information describing a product, and
demonstrating how to operate a mobile
phone to execute simple tasks such as
sending text messages. Student
performance was highest in digital learning
with about four in every ﬁve students
demonstrating correctly how to perform all
the digital learning tasks.
Regarding functional literacy, slightly less
than half (45.5%) of the students answered all
the items correctly. Student performance was
very low in functional numeracy, with just
about one in ﬁve (21.4%) answering all the
items correctly. In one of the counties, no
student answered all the items correctly.
Further analysis of disaggregated data
showed that the scores were generally better
for male students, for students in private
institutions and those in national
polytechnics.
Performance in life skills and social-emotional
skills tasks mirrors that of functional
literacy/numeracy and digital learning – that
is the scores increased by course/program
level and improved household socioeconomic status (SES). This means that the
higher the program/course level, the higher
the score. This could perhaps be attributable
to the fact that higher level programs
required stronger qualiﬁcations, so students
enrolled in these programs possessed better
academic abilities which could have led to
improved performance. Similarly, students
from households with higher SES are more
likely to have been exposed to various life and
social-emotional skills prior to and during
their stay in TVET institutions, explaining their
better performance compared to their peers
from lower SES backgrounds.
To assess understanding of the life
skills/emotional skills among students, a case

study involving everyday social interactions
was presented to them. They were asked how
they would handle issues in the story involving
problem-solving and decision-making,
coping with stress and emotions, peaceful
conﬂict resolution, interpersonal relationships
and communication. The results show that
understanding of life skills/social-emotional
skills was slightly better among female
students (77%), students attending private
institutions (77%); and those in national
polytechnics (82%). Performance of ﬁrst and
ﬁnal year students was exactly the same (74%)
which could imply that the impact of TVET
institutions on these skills is limited.
Additionally, performance on these skills
tended to vary with student household SES
levels, with the smallest (69%) proportion of
students correctly scoring all the items
belonging to the bottom SES quartile.
Implications of the ﬁndings
There is room to further strengthen uptake of
the WYD approach and capabilities among
TVET instructors and students. TVETA and
National Vocational Certiﬁcate in Education
and Training (NAVCET) in consultation with
other key stakeholders, such as industry, have
a role to play in developing effective
strategies for adoption of WYD. Such
strategies could include improving WYD in
curriculum implementation, strengthening
the capacity of TVET instructors to use WYD
during instructional delivery, and enhancing
peer to peer support among students.
Other than the digital literacy domain, TVET
students demonstrated low acquisition of
functional literacy and numeracy, as well as
social-emotional skills. While these skills are
traditionally acquired through instruction in a
classroom setting, institutions could utilize
digital technology to access learning
resources in these areas, utilize cooperative
learning and peer-to-peer reviews, as well as
practice the skills in workplaces in a formalized
program.
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Interactions between instructors and
training facilities, as well as instructors and
students play a key role in whole youth
development in TVET institutions. The
former (instructor-training facilities
interaction) was found to be inhibiting.
While it may be difﬁcult to have adequate
and effective facilities in each institution due
to budgetary limitations, it is possible for
the institutions and TVETA to train
instructors on adaptive techniques that
could help them optimize the utilization of
existing facilities. There is also the
possibility that the machinery and facilities
found in industry would complement those
found on-campus. For this to work well,

xvi

institutions will have to formalize relations
with the private sector.
Further areas of research could include
establishing the quality of the WYD aspects
that were observed in the TVET institutions.
This may help explain, for example, why the
observed preference of social-emotional
skills in TVET did not differ between ﬁrst and
ﬁnal year students. It would also be useful
to generate case studies of institutions and
students who were found to be strong in
WYD with a view to understanding what it
takes to champion wholesome youth
development in different contexts.
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1 Introduction

1.1

This report covers a study by African Population
and Health Research Center that was conducted
among youth aged 15 to 25 years-old attending
technical and vocational education and training
(TVET) institutions in nine counties in Kenya. The
study examined the extent to which: (a) youth in
Kenyan TVET training programs exhibit whole
youth development (WYD) traits such as life
skills, social-emotional skills, core values,
academic skills (functional literacy and
functional numeracy) and digital learning skills;
(b) TVET institutions in Kenya focus on WYD; and
(c) the current TVET policies and curricula
embody WYD skills.
Educational attainment and training on their
own are not necessarily a good measure of labor
market success as they do not always take into
account the heterogeneity in the quality of
education and training programs or the mix of
individual skill sets acquired. Being an educated
person is associated with having a certain
command of a curriculum, and knowledge of
theories and facts from various disciplines, all of
which are necessary for success in the labor
market. But as Gracia contends, the term
educated also suggests a more far-reaching
concept associated with individuals' full
development including whole youth
development (Gracia, 2014). Other terms used
to describe these skills include soft skills,
personality traits, non-cognitive abilities,
character skills, and socio-emotional skills
(Heckman & Kautz, 2013).
In the Kenyan TVET context, the skills are
referred to as basic competencies (TVETA,
2019). These skills are important in
understanding whole youth development
(WYD). However, the extent to which youth in
TVET institutions exhibit these skills is not welldocumented, due to the low emphasis placed
on them during curriculum implementation, as
they are not examinable.

Te c h n i c a l a n d v o c a t i o n a l
education and training

Though there is no unanimous deﬁnition for the
term TVET (Tripney, 2013), in its 2004, 2006, 2009
and 2010 reports, UNESCO uses
it as 'a
comprehensive term referring to those aspects
of the educational process involving, in addition
to general education, the study of technologies
and related sciences, and the acquisition of
practical skills, attitudes, understanding and
knowledge relating to occupations in various
sectors of economic and social life.'
This study is in agreement with that deﬁnition,
which will serve as a reference point. Moreover,
the term has been recognized in other scholarly
works which further strengthens its applicability
(RSA, 2008, 2013). TVET therefore, is a learning
experience that is applicable to the working
environment and occurs in various learning
environments, including the informal, formal
and non-formal sectors. The principal role of
TVET is to provide [young] learners with
capacities that can widen their lifetime
opportunities. TVET institutions play a role in
developing trainees for the work environment
and also offer them the skills needed to access
and retain decent (self-) employment
(UNESCO-UNEVOC, 2013a).
The trend towards higher levels of youth
unemployment in Africa is a major concern for
many governments. The World Bank maintains
that many young African graduates are not
work-ready. The need to bridge the mismatch
between educational training and labor market
demands necessitates a re/design of programs
offered in TVET institutions. Various African
governments have increased their efforts to
strengthen the ability of TVET institutions to
promote WYD so that young people are more
work-ready, in the wake of worsening youth
unemployment in many developing countries
'–(Afeti, n.d)
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There have been recent and widespread calls
for comprehensive enhancement of national
capacity in skills development through the
TVET sub-sector '–(Afeti, n.d). TVET
institutions provide the opportunity to
produce skilled graduates for sectors with
skills shortages such as power and energy
plants, large public works, construction, water
distribution and sanitation systems, hospitality
and agro-processing '(Afeti n.d). TVET
institutions are perceived to offer youth the
best avenue to acquire the necessary
technical, academic (cognitive) and life skills as
well as values and social-emotional skills that
are aligned to the labor market.
Another important feature about TVET
institutions is that while they seek to equip
youths with skills for self-reliance, their
eligibility criteria for enrollment are not as
stringent as those for universities and colleges.
Their costs are lower too. For instance, while
part of the cost for university or college
programs is borne by the student, parent or
guardian, the cost of TVET education is
expected to be fully covered by the
government.
Unfortunately, as reported by stakeholders
during the validation workshop, this
government funding is hardly released to
institutions or students for reasons that are
unclear. In addition, many potential trainees
who would enroll in TVET are not always aware
of this funding opportunity. This relative ease
of access and the focus on technical as well as
soft skills provide a unique opportunity for
TVET institutions to support the skills
transformation agenda (development of 21st
century skills) in Africa by providing work-ready
graduates, especially in sectors with personnel
gaps. It is vital to have well-functioning TVET
systems to equip Africa's existing and
potential workforce with the skills needed to
address the continent's numerous
development challenges.

1.2

Like many other African countries, Kenya
recognizes the importance of TVET
institutions in the alleviation of its
development challenges, including high
unemployment. Data from the Kenyan TVET
governing body – the Technical Vocational
and Education Training Authority (TVETA) –
indicate that of the 1,432 public and private
TVET institutions, 981 are accredited, 271 are
waiting accreditation, and another 180 have
been recommended for improvements
before accreditation. TVET institutions can be
further categorized as Technical Training
Institutes (TTIs) and Vocational Training
Centers (VTCs).
Most TTIs are private-owned and run and
appear to be centered in major urban areas,
perhaps to attract more students from the
populous urban centers. To a large extent,
they are run as for-proﬁt institutions. This
narrative is however likely to change if the
government policy of increasing TTIs at
national, county and constituency level is
realized. The policy's goal is to enhance
access to TVET through establishment of
more TTIs as well as to promote equity by
providing access to girls, minority groups,
persons with disabilities and marginalized
groups (Ministry of Education, Science and
Technology-MoEST, 2014; Ministry of
Education, 2019). On the other hand, VTCs are
mostly owned or run by government and faithbased organizations and are found in both
urban and rural areas.
The national government is responsible for
the approval and registration of TVET
institutions as well as development of TVET
education standards, policies, examinations
and curricula. County governments have an
integral role to play as they enter into
agreements with the national government on
how to implement any policy pertaining to
TVET education development.
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Some of the TVET services previously
undertaken by the national government have
since been devolved to county education
executive committees. TVET institutions are
categorized in terms of the course-levels they
offer. In this categorization, national
polytechnics (NPs) mostly offer technical
diplomas and technologist degrees (in
collaboration with universities), while
technical universities train technologists, and
award them (technologists) post-graduate
degrees. Technical Teachers Training
Colleges (TTTCs) offer diploma
courses/programs; Technical Colleges (TCs)
offer craft and technician programs/courses
and award Craft Certiﬁcate (CC) and
Technician Diplomas (TD), while Vocational
Training Centers (VTCs) offer artisan courses
and award artisan certiﬁcates.
The entry requirements for students seeking
to pursue various courses and course-levels in
TVET institutions are: C- (minus) for Diploma,
D (plain) for Craft Certiﬁcate (CC), and E for
Artisan Certiﬁcate (AC). In an effort to
increase uptake of TVET courses/programs
by students, the government has provided
complete funding for TVET programs so as to
cater for the ﬁnancial needs of students from
economically disadvantaged backgrounds
and boost enrolments in post-secondary
institutions. The total fees charged at any
particular TVET institution is set at a
maximum of KES 56,420.00 ($ 543.86) The
government pays KES 30,000.00 ($ 289.20)
directly to TVET institutions, while the
remaining KES 26,420 ($ 254.68) is paid by the
Higher Educations Loans Board (HELB) – a
government body mandated with provision
of student ﬁnancial support/tuition which
becomes repayable once a student
beneﬁciary secures employment.

In terms of management, TVET institutions
are managed as follows: Technical
Universities (TUs) are established and
managed in accordance with the provisions
of the 2012 University Act; TTTCs and
National Polytechnics (NPs) by Councils;
Vocational Training Centers (VTCs) and
Technical Colleges (TCs) by Boards of
Governors (BoGs). Similarly, staff at TUs, NPs,
and TTTCs are managed by the respective
Councils, whereas TCs and VTCs' staff by
BoGs (Government of Kenya, 2012a).
There are three types of TVET institutions
found in Kenya: formal, non-formal and
informal. This is probably due to the high
number of young people in need of work
skills who cannot be absorbed solely by the
formal training sector. Formal TVET
institutions offer courses in computer and
business-related studies together with
technical areas of training. The non-formal
provide short courses to 'unemployed
school-leavers in speciﬁc skills related to
income-generating opportunities' (UNESCO
& UNEVOC, 2013). Finally, the informal sector,
commonly referred to locally as 'jua kali' in
Swahili (meaning 'hot sun'), uses a training
approach based on the apprenticeship
model. The jua kali (informal) sector currently
encompasses small-scale entrepreneurs and
workers lacking property rights, credit,
training, and working in modest conditions
(UNESCO & UNEVOC, 2013).
Formal TVET programs in Kenya are mainly
offered in:
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In a bid to address the challenges –
overcrowding of classes due to excessive
enrollment, teacher shortages, and delayed
government/state funding among others –
brought about by free primary education, the
government has embarked on a mission to
enhance the capacities of TVET institutions
(Wanjohi, n.d.). With free primary education,
more learners have been enrolled in primary
schools and as they transition to secondary
school, more space is needed to
accommodate them in universities and midlevel colleges including TVET institutions.
The government is focused on strengthening
the TVET sub-sector, including the quality of
training, to cater for students unable to
transition to secondary schools or university.
Examples of recent government initiatives
towards this include providing the resources
re q u i re d f o r a d e q u a t e s t a fﬁ n g a n d
infrastructure to 298 departments in TVET
institutions during the 2018 ﬁnancial year as
well as the plan to establish at least one
national polytechnic in each of the 47 counties
in Kenya.
Currently, there are only 11 national
polytechnics in the country, despite the
constantly rising transition rates from primary
to secondary school. The government's Free
Primary Education (FPE) program has resulted
in primary completion rates (PCR) rising from
79.3% in 2014 to 82.7% in 2015, and
consequently to 85% in 2017. This saw the
primary to secondary transition rate increase
from 76.1% to 85% in 2017, possibly due to the
government's move to fund examination fees
for all students sitting their ﬁnal examinations
in public primary schools (Ministry of Finance,
2017; Ministry of Education, 2019).

4

This transition rate is just slightly below the
90% mark targeted for 2018 but still signiﬁes a
positive trend towards meeting the
government's goal of 100% transition (Ministry
of Education, Science and Technology, 2015).
All this means that more TVET institutions are
needed to accommodate the ever increasing
potential TVET trainees.
Furthermore, the government seeks to build
the capacity of the entire TVET governance
structure, including the Directorate of
Vocational Education and Training (DVET),
Technical Vocational Education and Training
Authority (TVETA), Directorate of Technical
Education (DTE), Curriculum Development
Assessment and Certiﬁcation Council
(CDACC), Kenya National Qualiﬁcations
Authority (KNQA), Technical Vocational
Education and Training Fund (TVETF), and
management of TVET institutions.
The government focus on TVET education is
informed by the need to reduce youth
unemployment by aligning the sector to
Kenya's development ambitions expressed in
the national economic blueprint, Vision 2030,
and the Big Four Agenda on affordable
housing, food security, universal healthcare
and enhanced manufacturing (Institute of
Economic Affairs, 2017). The government
views the TVET sub-sector as an avenue for
meeting this goal, a perception shared by
students attending TVET institutions.
Similarly, the government is keen on building
the capacity of TVET trainers by upgrading
their skills to be in line with the needs of their
related industries, by offering them the
pedagogical tools needed to deliver the
national competency-based curriculum.
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1.3 Whole youth development skills

1.4

In the last two decades, WYD, also referred to as
positive or holistic youth development and
adolescent subjective well-being has gained
increased attention (Sun & Shek, 2010). Subjective
well-being (SWB) not only supports positive
development but is also viewed as a contributory
factor for improved mental health –(Park, 2004).
Past work on WYD contends that it could be
advanced through enhancement of one's social
support systems, competencies, and SWB, even
as it mitigates against an individual's poor
predisposition, exploitation and stress –(Meyers,
2003 ).

This study examined the extent to which Kenyan
youth in TVET training curriculum exhibit
technical, academic/cognitive and life skills as
well as values and social-emotional skills. The
study also assessed the extent to which current
TVET policies and curriculum embody the
tenets of WYD.
The objectives of the study were to:
I.

II.

As the name suggests, whole youth development
emphasizes holistic growth of young people
which encompasses a complex web of social,
emotional, and cultural development and
awareness. As such, whole youth development
addresses the needs of young people – including
the desire to be valued and useful, spiritually
grounded, to have life skills, and to be cared for
and secure – through enhancement of their
capacities. WYD helps them nurture their own
talents, increases their self-respect, and facilitates
their transition to adulthood (Pagliaro, 2001). In
the context of Kenya, with high youth
unemployment, WYD skills are deemed key in
helping young people transition to the world of
work, retain employment and remain productive.
Moreover, WYD will enable the youth to improve
their political and socio-economic wellbeing,
while strengthening and infusing values and
heathy behavior (Ministry of Public Service, Youth
and Gender Affairs, 2018).
WYD is therefore the holistic development of
academic and technical skills and the noncognitive social and emotional skills that will help
young people to succeed in various settings
(Damon, 2004). This study thus sought to
understand the capacities, systems and structures
in place within Kenya's TVET institutions that
enhance access to WYD.

Purpose of the study

III.

IV.
V.

1.5

Examine the extent to which TVET policy
frameworks promote WYD among
youth;
Determine the extent to which TVET
curricula integrate WYD;
Assess the existing capacities within
TVET institutions for the production of
core values and capabilities;
Understand the key inﬂuencers of WYD
in TVET institutions; and
Examine the extent to which students in
TVET institutions exhibit WYD
capabilities in Kenya.

Justiﬁcation for the study

About 40% of Kenyan youth join the labor
market after completing training in TVET
institutions (Hall, 2017). However, there are
concerns that skills acquired in the training
institutions do not meet the market
expectations as youth graduating from TVET
have difﬁculties accessing, creating and
retaining jobs. This mismatch between youth
skills and labor market expectations make it
challenging for young people to succeed in the
world of work. There is a dearth of research
about the level of academic skills and nonacademic skills acquired by youth in Kenya's
TVET institutions. The APHRC TVET study
sought to address this gap in order to inform
practice on WYD in TVET and to inform policy,
including the skills development policy in
Kenya.
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2 Study methods
This chapter outlines the research methods
used in the study and related issues.

2.1 Study sites
The TVET study was conducted in nine
counties in Kenya namely Garissa, Kakamega,
Kisumu, Meru, Mombasa, Nairobi, Nyeri,
Turkana, Uasin Gishu. The counties were
selected speciﬁcally due to the presence of
national polytechnics – except for Turkana
County, which has no national polytechnic –
and the need for representation of
marginalised youth in the counties. The
counties are spread across seven of the
previous eight provinces (Nairobi, Coast,
Nyanza, Rift Valley, Central, North Eastern and
Western) of Kenya and therefore achieves a
reasonable geographical coverage.
However, a study design involving the nine
counties was considered potentially
problematic as it excludes youth facing
extreme adversities or signiﬁcant challenges
and who are often not part of education
systems. Consequently, two counties with
national polytechnics in an earlier listing of the
counties were replaced with two counties in
marginalized areas. Before the current
administrative boundary system (counties),
the country was divided into eight provinces
(Nairobi, Coast, Rift Valley, Central, Eastern,
North Eastern, Nyanza, and Western). Initially,
the nine counties where the study was to be
undertaken were in six of the eight provinces,
meaning representation was reasonable.
However, there were counties that were in
close proximity to each other which both had
national polytechnics and were located within
a former province, necessitating replacement
with other counties.
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The replacement counties would represent
marginalised populations not included in the
sample and preferably, from one of the
former provinces that were not initially
included. Using this guideline, the candidates
for potential replacement were: (i) Kisii and
Kisumu – because they both fall in the former
Nyanza province, and (ii) Trans-Nzoia and
Uasin Gishu – because they both fall in the
former Rift Valley province and are close to
each other. Kisumu and Uasin Gishu were
retained in the sample because of their ethnic
diversity, size, mix of urban and rural
populations and (for Kisumu) the preference
by most students to study in a city in Western
Kenya with adequate facilities and services.
Garissa and Turkana were included
purposively in the sample to replace the two
counties that were dropped and to represent
marginalized areas.
Kenya has eleven national polytechnics,
though, not all were selected for the study.
The study was rolled out in eight purposively
selected counties that have national
polytechnics and one county in a
marginalised area that has no national
polytechnic. Any national polytechnic in the
nine counties was automatically included into
our study sample. The selection included a
random sample (50%) of the technical training
institutes and vocational training centers in
that county, while taking into consideration
representation of the different types of
institutions (private/public). This allowed us to
study all the national polytechnics in the
counties that have them as well as a
re p re s e n t a t i v e s a m p l e o f d i ff e re n t
institutional types and categories.
Descriptions of the study sites and TVET
background information are presented in
Appendix 1.1.

TVET REPORT

Building Capabilities for Work and Life

2.2 Sampling method
The study used a cross-sectional survey
design to collect a large volume of structured,
semi-structured and unstructured data. Youth
aged 15-25 years attending the three
categories of TVET institutions that are
accredited by TVETA were targeted for
participation. Student ages were veriﬁed from
institutional records available from the
registrars or heads of the institutions. The
three categories of TVET institutions are:
national polytechnics, technical training
institutes and vocational training centers.
Quantitative Sampling
The sample size was estimated using two
main assumptions: (1) that the proportion of
students attending TVET institutions and
exhibiting requisite soft skills is 50% - based
on a study done by Muthoni et al. (2013) which
showed this proportion ranged from 32% to
75%; and (2) a precision of 5% (how close
estimates from different samples are to each
other) and design effect of 1.1 given the
variability that may exist due to measuring soft
skills using students nested within TVET
(clustering effect). Following the formula for
estimating prevalence as provided by
Pourhoseingholi, Vahedi and Rahimzadeh
(2013), and assuming 95% level of conﬁdence,
the estimated minimum sample size was 423
TVET institutions spread across Kenya.
In each of the nine selected counties, a
national polytechnic in that county was
automatically selected into the study sample,
except for Turkana County which has no
national polytechnic. This enabled the study
team to study eight of the eleven national
polytechnics plus a representative sample of
institutional types and categories in those
counties. Turkana County despite not having a
national polytechnic, as mentioned above,
was purposively included in the sample to
represent marginalized areas and to represent
the northern part of Kenya.

There were 364 TVET institutions in the nine
counties meaning that the study sample which
involved at least 50% of them, included 182
institutions. Though less than the intended
423, this number was sufﬁcient for an
exploratory study like this one as the sample
was large enough to allow statistical analysis.
In each institution, two training programs with
an adequate number of students for ﬁrst year
(5 or more) and ﬁnal year (5 or more) classes
were randomly selected. This was done with
the assumption that students who make it to
the ﬁnal year are strong in their study area, and
have the technical know-how for purposes of
t h i s s t u d y. T h e y w e re a n e s s e n t i a l
demographic as they were about to enter the
job market. They were key respondents as they
would help in understanding the skills gained
that prepared them for the job market, having
gone through the entire length of their
respective programs.
Ten students (ﬁve ﬁrst year and ﬁve ﬁnal year
students from each gender) from the two focal
programs were randomly selected. There were
certain cases where meeting this gender
composition was difﬁcult as some programs
were predominantly male forcing the team to
work with the available gender representation.
Such cases would be mitigated against by
including an equal number of the underrepresented gender in the next/following
institution. Where an institution's or
institutions' program had less than ten
students, additional program(s) were selected
at random, though this rarely occurred.
The TVET student sample selection took
gender and study program into consideration.
In each selected TVET institution, 20 students
(10 in their ﬁrst year and 10 in their ﬁnal year)
were randomly selected, interviewed and
assessed on cognitive and non-cognitive skills.
Since 182 institutions were to be visited, the
maximum student participation was expected
to be 3,640, and the study achieved a success
rate of 94.8% (3,452).

TVET REPORT

7

Building Capabilities for Work and Life

Students in their ﬁrst and ﬁnal years were
selected to estimate the impact of the TVET
curriculum in WYD skills.
Two instructors, one from the ﬁrst year class
and another from the ﬁnal year class were
selected from the two study programs. The
instructor sample size was expected to be
364, but the study achieved 95.3% (347) of the
target. For the institutional managers'
questionnaire, there were two sets of items –
part A and B. A total of 182 managers were
targeted for this study and a 94% (171)
success rate was achieved for part A while
part B had a success rate of 82.4% (150). The
reduction in number (between part A and B)
was due to the refusal to participate in Part B
items which were perceived to be sensitive –
this mainly affected private institutions in

Nairobi County. The affected items in Part B
sought responses on ﬁnancial performance of
institutions, enrolment records, number of
graduates produced per year as well as their
respective performances, and information on
their graduates' placement in the job market.
Table 2.2 and Table 2.3 provides details on
achieved samples.
The sample's gender composition was 57.3%
female and 42.7% male, with majority of the
students (72.7%) found in private institutions
and 27.3% in public institutions. The small
number of national polytechnics in the
country explain why the NPs' sample was low
(4.6%) compared to technical training
institutes (74.1%) and vocational training
centers (22.2%) respectively. Table 2.1
highlights this information.

The obtained sample per county places Nairobi County at the top with 47.1%. This was expected
given that 50% of the study sample was drawn from Nairobi County. In second place was Uasin
Gishu County (11.6%), while Mombasa County was third (8.7%). Turkana and Garissa Counties
had 2.6% and 2.2% respectively, a result that was expected as both counties had the lowest
number of institutions visited. Table 2.2 provides detailed information on achieved sample per
county.

8

TVET REPORT

Building Capabilities for Work and Life

The obtained sample per county places Nairobi
County at the top with 47.1%. This was expected
given that 50% of the study sample was drawn
from Nairobi County. In second place was Uasin
Gishu County (11.6%), while Mombasa County
was third (8.7%). Turkana and Garissa Counties
had 2.6% and 2.2% respectively, a result that was
expected as both counties had the lowest
number of institutions visited. Table 2.2 provides
detailed information on achieved sample per
county.

2.3 Survey instruments
A suite of four questionnaires – student
questionnaire, student assessment, instructor
questionnaire, and institutional questionnaire – to
assess WYD capabilities was developed in

consultation with APHRC's research partners: Zizi
Afrique, Dalberg Research, Aga Khan University
as well as independent education consultants. All
the four tools were ﬁrst developed internally by
APHRC's Education and Youth Empowerment's
(EYE) team and then shared with partners for
input. The ﬁnal tools (all four, including the
qualitative tools – FGDs, KIIs, and IDIs) were then
validated by external education stakeholders
including individuals working in the Ministry of
Education's (MoE) TVET sub-sector, as well as
representatives from the Curriculum
Development Assessment and Certiﬁcation
Council (CDACC), Teachers Service Commission
(TSC), and representatives from the
implementing partner – Zizi Afrique. The
validated tools were then piloted with a
representative sample before ﬁnalizing them.

The student questionnaire sought information on:
Ÿ student's background and/or demographic characteristics;
Ÿ parental background (demographic characteristics)
Ÿ the current training course;
Ÿ social activities;
Ÿ economic activities engaged in by student before joining TVET;
Ÿ their perceptions on skills, knowledge, core values and career opportunities;
Ÿ information about institutional support and capacity; and
Ÿ information about their training course's curriculum and their instructors.
The student assessment questionnaire assessed students':
Ÿ capabilities and values;
Ÿ soft skills, digital literacy, and functional literacy and functional numeracy.
The instructor questionnaire sought information from instructors about their awareness and
perception of soft skills and core values. Under the soft skills and core values sub-themes,
questions centred on understanding whether instructors had undergone training on
academic/cognitive/technical skills, life skills, core values, and social-emotional skills.
Finally, an institutional questionnaire sought information from the institutional
head/manager/director about:
Ÿ their demographic characteristics including date of birth, year of joining the institution,

level at which they joined the institution, total years as trainer, and status of employment
(contract or permanent);
Ÿ institution's background;
Ÿ institution's training programs;
Ÿ institution's facilities/equipment/resources;
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Ÿ
Ÿ
Ÿ
Ÿ
Ÿ

student enrollment;
student performance;
student employment status;
training or teaching staff; and
institution's budget.

2.4 Field enumerators and piloting of
tools

The FGD tool sought information on various
aspects of soft skills including: their understanding
of the subject; their learning source; desired skills to
attain; views and ranking of the skills and their
importance; skills possessed by students in TVET
institutions; coverage of soft skills training in TVET
institutions; assessment methods for soft skills in
TVET training programs; whether courses pursued
by students in TVETs help them develop soft skills
needed for employment; and recommendations
to TVET institutions on how to help students
relevant soft skills
The IDIs were conducted with policy makers
afﬁliated to TVET education and sought
information on: their understanding of soft skills;
government policy on soft skills training in TVET
institutions; soft skills that students should strive to
have; importance of soft skills to current job/labor
market; whether TVET institutions offer soft skills;
training on soft skills in TVETs; government
recommended methods for instilling soft skills in
TVET training; resources available to TVET
institutions for soft skills training; effectiveness of
soft skills training in TVETs; government policy on
soft skills assessment; instructors' levels of
motivation/enthusiasm in supporting and/or
training students on soft skills; and challenges
hindering infusion of soft skills among students in
TVET institutions.
Key informant interviews (KIIs) were conducted with
county government heads of TVETs. In addition to
the information from the IDI tool, KIIs also sought
information on adequacy and relevance of
resources for soft skills training in TVETs.
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Piloting: Field enumerators were recruited for the
pilot phase for training in data collection.
Enumerators needed at least a high school level of
education, be residents of the study counties, be
ﬂuent in the local language of the study area and
have previous data collection experience,
preferably with adolescents and youth. Given that
electronic devices were used for data collection,
digital competency for data collection was an
important requirement. To ensure that only
qualiﬁed and reliable ﬁeld enumerators were
engaged, preference was given to applicants who
had been engaged in other projects in APHRC,
preferably in the Education and Youth
Empowerment unit.
During piloting, enumerators practiced through
supervised group work, role plays and practice runs
of the tools in three TVET institutions in Kiambu
and Machakos counties which were not part of the
study sample. The three institutions were: Kiambu
Institute of Science and Technology (KIST);
Machakos Institute of Technology (MIT); and
Salvation Army Misieleni Youth Polytechnic in
Machakos County.
APHRC staff involved in the supervision exercise
worked closely with Zizi Afrique (partner
organization). From this pilot for training
enumerators, a total of 88 interviews were
conducted: two institutional interviews; 16 instructor
questionnaires; 70 student questionnaires, and 74
student assessments. The data was transferred to a
database for analysis. It is important to note that
student questionnaires (70), and student
assessments (74) were combined in one tool – the
student questionnaire. The four extra student
assessments arose because four students did not
participate in the student questionnaire,
consequently the assessments were grouped as
incomplete.
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Piloting the tools: During the enumerators'
training, a pilot was undertaken among
students in Eastlands College of Technology to
help enumerators familiarize themselves with
the tools. This was particularly relevant for
enumerators who had not participated in the
pilot phase and did not have practical
experience with the tools. It was important to
get their experience and to incorporate any
amendment(s) that they deemed necessary.
The criteria for selection of enumerators who
had not participated in the pilot followed the
same principle as that in the pilot. This was to
guarantee uniform understanding of the study
tools. Enumerators in this study undertook both
a pilot and a pre-test. The pilot was undertaken
to help determine or identify an issue that
necessitated redevelopment/redesign of the
questionnaires/tools as well as the data
collection software (Survey CTO). This was done
earlier so that feedback from the exercise could
inform revision of the ﬁnal tools. A pre-test for
this study was undertaken after incorporating all
the issues raised in the pilot to understand how
the tools/questionnaires worked after
addressing corrections identiﬁed in the pilot.
The difference between the pilot and the pretest was in their purpose and the time
conducted, although operationalization of the
two was consistent.
Training: Training of enumerators took place in
two different phases. There was training for the
pilot, which only involved the enumerators in
the pilot exercise. The second training was for
all enumerators to be engaged in the main
data collection and consequently was larger
than the ﬁrst. Enumerators who participated in
the pilot exercise were part of the main study
team trained in the second phase. The second
phase of enumerators' training ran for ﬁve days,
with the sixth day being the pre-test day. To
ensure uniformity in understanding of the tools,

enumerators from all the study counties were
trained in a central location with staff from Zizi
Afrique (the partner institution) supporting
some training sessions as facilitators. The data
collection training for this study was held in
September 2018.
The enumerators were trained on each of the
TVET study tools and how to use electronic
devices to administer them. They were also
trained on sampling procedures and ethical
issues to be observed during data collection.
Enumerators were also trained on how to build
rapport with the students, instructors and
institutional heads and to administer the tools
within a time frame that would not tire the
respondents.
In addition, all enumerators observed and rated
the same mock interview to attain an inter-rater
reliability (IRR) score of 95% for each study tool.
All practical exercises were followed by debrief
sessions to ensure that all the enumerators had
a common understanding of the tools and
procedures. By the end of the training, all the
enumerators were adequately versed in the
study tools and methods, and conﬁdent and
prepared to collect data.

2.5 Ethical approval and study
authorization
Prior to collecting any data, the TVET study
protocol was submitted to APHRC's internal
Scientiﬁc Review Committee. Ethical clearance
was obtained from AMREF Health Africa's
Ethical Review Board, and a study permit
obtained from the National Commission for
Science, Technology and Innovation
(NACOSTI). The ethical approval and the study
permit were valid for a year.
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A section of the study team also went ahead
of actual data collection to identify the
location of selected institutions and also to
introduce the study to the institution heads.
The pre-visits enhanced rapport between
the research team and the institutional
heads so they could request students to
make themselves available on the day of
data collection. In such cases, enumerators
had ample time to interview respondents
within the required time-frame in contrast to
situations where learners either arrived late
or not at all, impacting data quality. In the
same breath, enumerators' team leaders
helped the study team in making pre-visits.
They visited institutions in the nine counties
to inform the TVET heads about the study
and seek their consent as well as to
familiarize them with the study and study
tools. The visit was also to familiarize the
research team with the study locations as
points of ﬁrst-entry before spreading to
other institutions in the counties of study.
Permission was sought from the County
Executive Committee of Education (CECE)
in the nine counties before ﬁeld
enumerators were allowed access to the
TVET institutions. The CECE gave consent
through letters to the respective TVET
heads authorizing the study. Consent was
obtained from all participants including
students, instructors, institutional heads,
and other key TVET stakeholders. The
institutional heads and parents gave
consent for students below age 18, while
verbal consent was obtained from the
students before each interview and
assessment. Parental consent for students
below the age of 18 was obtained during
callbacks when minors were revisited in
institutions following requests for interviews
in the ﬁrst visit.
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2.6

Data collection

Like in the enumerator training, several
measures were taken to ensure the quality of
the collected data. These included
installation of a data capture software with
quality control measures which ensured that
only values within the expected range were
permitted. The software also barred missing
values where none were expected and
allowed observation of skipped entries
where necessary. In addition, during data
collection, senior research team members
conducted random spot check visits to
conﬁrm adherence to procedures and the
accuracy of information collected. The data
collected were veriﬁed at the end of each
day on site for accuracy and completeness,
after which they were uploaded to a central
s e r v e r. T h e r e a f t e r t h e d a t a w e r e
synchronized and cleaned for inconsistency
and missing values.
Building rapport with the institutional heads
further assisted in ensuring the quality of
collected data. A number of institutional
heads personally took the time to help in the
sampling process which ensured that only
students and instructors who met the study
criteria were included.
Moreover, research supervisors encouraged
strong teamwork among enumerators and
provided easy access between ﬁeld teams
and the study leadership to provide a direct
channel of communication for any
clariﬁcations. Table 2.3 and Table 2.4 present
the achieved data against the target sample
size for each of the tools.
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2.7

Limitations of the study

This was an exploratory study and therefore
it was not necessary to reach all of Kenya's 47
counties. However, an adequate number of
national polytechnics (8 out 11) that enroll
students from all parts of the country were
included. Moreover, the fact that the study
was rolled-out in both rural and urban areas
ensured that the studies reached youth with
diverse backgrounds.
The counties were selected purposively
which means non-probability sampling
could contribute to selection bias. However,
the selection of individual TVET institutions
in the counties was random which served to
mitigate this bias. Moreover, the study was
rolled-out in the country's major urban areas
(Nairobi, Mombasa, and Kisumu) inhabited
by nearly all Kenyan ethnic populations
which would enhance the
representativeness of the study's results.
Overall, the ﬁndings are a good reﬂection of
what is happening in the TVET sub-sector in
Kenya.
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Few studies have deeply explored the
components of WYD in Kenya and this
meant that the TVET study relied heavily on
literature obtained from studies conducted
in other countries for reference.
A selection bias is also possible as a few
respondents were not comfortable with
appearing in person for interviews citing
privacy/conﬁdentiality concerns. The
reservation was further heightened by the
research team's request to record interviews.
The research team assured the respondents
of utmost conﬁdentiality by guaranteeing
them that none of their identifying
characteristics would be used in the report.
Finally, this report uses primary data and
reviewed literature is not exhaustive. Some
of the data capture methods included 'selfreporting' and 'self-assessment' which are
both known to suffer from response bias.
Nevertheless, the large number of
respondents enhanced the chance of
capturing the true picture when the data is
processed.
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3 Characteristics of students
and their perceptions on
skills, instructors and TVET
institutions
This chapter details information about the
sampled students including their
demographic and academic backgrounds
as well as their satisfaction with aspects of
their institutions and their perceptions on
the importance of WYD for their future
careers.

3.1

Students' personal
characteristics

In total, 3,452 students aged 15 to 25 from
180 TVET institutions across nine counties
in Kenya participated. As presented in
Figure 3.1, about three in every ﬁve
students were females (57.3%). Almost half
were in institutions based in Nairobi (47%)
and a vast majority were in private
institutions (72.7%), which is not surprising
since most TVETs in Nairobi are private.
Almost half of the students were in their
ﬁnal year (49.2%).
On average, the sampled students were
21.4 years of age (Figure 3.2) but students
attending institutions in Turkana (22.1 years)
and Uasin Gishu (21.9 years) counties were
on a v e r a ge notice a b l y o l der when
compared to those attending institutions in
the other counties. The 2016 Education
Statistics show a moderate correlation of

0.6 between out-of-school children and
overall age of TVET trainees. Uasin Gishu
and Turkana had among the highest
proportions of out-of-school students
within our target counties – 20% and 60%
respectively. It is therefore possible that
there are contextual issues including high
poverty levels in these two counties. In
Turkana over 94% of the population lives
below the poverty line while in Uasin Gishu
over 51% live below the poverty line
(Commission on Revenue Allocation, 2013).
Within our nine target sampled counties,
Turkana was ranked last in terms of least
poor while Uasin Gishu was ranked seventh.
Likewise, national polytechnic students
were on average slightly older (21.8 years)
than their counterparts from VTCs (21.0
years) and TTIs (21.5 years). This age
difference was expected since the entrance
criteria into NPs is typically higher than that
in VTCs which admit learners from
secondary schools and sometimes directly
from primary schools. In contrast, NPs and
TTIs admit learners after completing their
secondary school education. This could
contribute to the lower average age
recorded by this category. Students from
lower socio-economic households were on
average slightly older (21.5 years for both)
than their counterparts from households in
the top SES quartile (21.2 years). Male
students (21.6 years) were on average older
than their female (21.2 years) counterparts.
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Students' parenthood: The proportion of
students with children is shown in Figure 3.3. On
average, about one in every ten students has at
least one child (9.0%), majority of these being the
female students – at 12.2% compared to male
students at 4.4%. In VTCs, the proportion of
students (12.7%) with at least one child was
signiﬁcantly different at 5% level compared to
the TTIs (8.2%) and NPs (4.4%) with p-values of
<0.001 and 0.001 respectively. Approximately
two out of every ten students in Kisumu, Turkana
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and Kakamega counties had at least one child.
In terms of socio-economic status, the bottom
quartile had a higher proportion of students with
at least one child. In case of Turkana, this could
be explained by contextual issues related to
poverty including low levels of parental literacy.
Kakamega and Kisumu have high levels of
teenage pregnancy and these young mothers
could be re-entering the education system
through VTCs (National Council for Population
and Development, 2017).
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Students with special needs: Percentages
of students who reported difﬁculties in
seeing, hearing, remembering or
concentrating, taking care of themselves,
and communicating are displayed in
Figure 3.4. These types of special needs
have been associated with learning
outcomes among students (Price, 2018; Ali
& Raﬁ, 2016). The prevalence rate of special
needs in Kenya from 2008 was 4.6%
(National Coordinating Agency for
Population and Development and Kenya
National Bureau of Statistics, 2008),
however the World Health Organization
(WHO) placed the rate at 15% in 2011
(World Health Organization, 2011). The
proportions of students who reported living
with at least one of these difﬁculties
(whether 'some' or 'a lot') by county are
displayed in Figure 3.5. Majority of the
students (89% and above) reported not
living with any of these difﬁculties, although
small proportions of them reported some
d i fﬁ c u l t i e s w i t h s e e i n g ( 9 . 8 % ) a n d
remembering or concentrating (3.8%). On

average, 15.9% of the students reported
living with at least one of the mentioned
difﬁculties. Incidences of these difﬁculties
were more common among students
attending institutions in Meru (21.3%) and
Kakamega (20.0%) counties, and less
common among students attending
institutions in Mombasa (9.3%) county.
There was not much difference by TVET
type, although when viewed through TVET
categories, there is a markedly higher
proportion of students with various special
needs in VTCs compared to those in NPs
and TTIs. In terms of entry requirements,
majority of students admitted in NPs join
courses which require higher performance
compared to those who join either the TTIs
or VTCs. The prevalence of students with
special needs in TVET institutions
decreases by category level, which means
prevalence levels are low in NPs and high in
VTCs. It is therefore possible that VTCs are
more accessible than NPs to potential
students with special needs.
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3.2

Students' education
background

The students' education backgrounds are
depicted in Figure 3.6 and Figure 3.7.
Academic education completed: Overall,
12.3% of the students had no secondary
education while nearly four out of ﬁve
(79.0%) had completed secondary
education but not tertiary education. Only a
few of the students reported having
dropped out of college or university before
joining their current TVET (1.6%). A small
proportion of students reported that they
had completed college or university
education (7.1%) before joining their
current TVET institution. In terms of TVET
type, the proportion of students without
secondary education was markedly higher
in public institutions (28.0%) than in private
institutions (6.4%). This might be because
the bulk of VTCs are public institutions
which mostly admit students with no
secondary education. Majority of the
private institutions are TTIs.
As for the counties, the proportion of
students without secondary education was
highest in Kakamega (51.5%) followed by
Meru (36.3%) and Kisumu (31.9%). All the
students who were interviewed in Garissa
County had completed at least secondary
education. The level of students who had
completed secondary education was much
higher by far in NPs (97.4%) than in VTCs
(60%). This was not surprising given that the

NPs tend to offer courses requiring higher
entry academic qualiﬁcations. There was
not much difference in the levels of prior
secondary education by gender or year of
study (ﬁrst or ﬁnal year). However, the
higher the student's socio-economic
status, the more likely they were to have
completed secondary school.
Prior technical training: As displayed in
Figure 3.7, overall, a vast majority of the
students had no technical training prior to
joining their current TVET institution
(86.7%). A small proportion however, had
completed some technical training at
artisan, certiﬁcate or diploma level.
Moreover, there was a small proportion
(0.8%) of students enrolled in TVET
institutions who had completed their
undergraduate degrees. For example, in
the accounting ﬁeld, job seekers are
required by recruitment agencies to have
obtained a degree and an additional
certiﬁcation in accountancy. Taking an
accountancy course at a TVET institution
therefore improves their chances of getting
a job. The levels of 'no technical training'
were noticeably higher among students
attending VTCs (92.0%) than among those
attending TTIs (84.9%); higher among
students in Garissa (96.1%) and Meru
(95.4%) counties than among those in
Nairobi county (81.3%); and much higher
among students in the bottom SES quartile
(93.6%) than among those in the top SES
quartile (77.4%).

TVET REPORT

19

Building Capabilities for Work and Life

20

TVET REPORT

Building Capabilities for Work and Life

3.3

Students' family background

Proportions of students whose parents
were alive as well as those who were living
with parents as at the time of study are
displayed in Figure 3.8 and Figure 3.9,
respectively. Information on parental
education and student family socioeconomic background are shown in Figure
3.10 and Figure 3.11, respectively. These
variables are important for the study as
parental support is an important factor in
academic success.
Living parents: Results reveal that less than
three-quarters (72.5%) of the students in
this study had both parents alive. About
one-quarter had lost one or both parents,
or did not know whether their parents were

alive. The percentages of both parents alive
were lowest in Kisumu (53.1%) and Turkana
(53.9%) meaning that nearly half of the
students attending TVET institutions in
these two counties were living without
support from one or both of their parents,
though they could have been under the
care of guardians.
Living with parents: As displayed in Figure
3.9 slightly less than half of the students
were living with both of their parents
(47.2%), 28.9% were not living with any of
their parents, while the rest (23.9%) were
living with one of their parents. The number
of students living with both parents was
lowest in Kisumu (31.2%) and Turkana
(31.5%) – which was not surprising given
that these two counties had the lowest
levels of both parents alive.
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Parental education: Overall, nearly one-ﬁfth
(18.9%) of the mothers (or female guardians)
of the students in this study had no formal
education or had never completed primary
education, while about one-quarter (25.3%)
of the students had mothers or female
guardians whose highest level of education
was primary school. On the other hand,
about one in ten (11.9%) of the fathers (or
male guardians) either had no formal
education or had not completed their
primary school. Levels of no education or
non-completion of primary school among
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mothers were highest in Garissa (90.9%) and
Turkana (67.4%) – which are both arid
counties. Likewise, the overall number of
parents (or guardians) without at least a
primary education was highest among these
two counties – Garissa (71.4%) and Turkana
(47.2%). The same two counties had the
highest proportions of fathers who had no
formal or primary level of education with
proportions of 71.4% and 47.2% respectively.
In general, levels of education were
noticeably higher among fathers than among
mothers.
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Family socio-economic background: The
student SES index was computed from the
sum of possession of the following 14
household items: television, working smart
phone, computer, post ofﬁce box, tablet,
video player (DVD or VCD), radio or music
system, fridge or refrigerator, car, piped
water, electricity, washing machine, farm
machinery, and ﬂush toilet (see also
Appendix 2.1 for the scaling properties of
these items). The reliability statistics
(Cronbach's alpha) of this SES index was
0.831, which is well within the accepted
range of 0.70 to 1.00, with higher values
being associated with more reliable scales.
The computation of the SES index used in
this study did not involve possession of
items such as basic phone, bicycle,
motorcycle, poultry (such as chicken,
turkeys and ducks), and small livestock
(such as sheep, goats, and pigs) and large
livestock (such as cattle, camels, and
donkeys). Possession of these items tended
to be poorly (and for some, negatively)
correlated with the 14 household items

mentioned earlier – meaning that they
could not be included in the same scale.
As shown in Figure 3.11, students came
f ro m h o u s e h o l d s w i t h a n a v e r a g e
possession of 6.3 items of the 14 household
items. Possession of these items was higher
among students attending private TVET
institutions (6.9) than among those
attending public institutions (4.7), implying
that the private institutions tended to
attract students from more afﬂuent family
backgrounds. Likewise, the average
possession of these items was higher
among students in TTIs (6.9) than among
students in VTCs (4.3). This is likely because
the former institutions were mostly located
in major urban centers (especially Nairobi)
while the latter institutions were mostly
located in rural or peri-urban areas. In terms
of counties, the possession of these items
was highest among students in Nairobi
(7.7), which was somewhat expected given
the urban nature of Nairobi, and it was
lowest in Kakamega (3.4).
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3.4

Students' current training courses and
involvement in social activities

This section covers students' current training
courses of study, their levels of satisfaction with
the courses and with their instructors' expertise.
This section also covers students' involvement
in social activities such as community service,
charity walks and debating events.
Students' current training courses: The type
(public/private), category (NP, TTIs, VTCs) and
location of institution inﬂuenced the nature of
courses offered. Therefore, in our sample, the
proportion of students taking various courses is
partly a function of the TVET type, category and
location. Results in Figure 3.12 reveal that, on
average, about two in every ﬁve students were
enrolled in certiﬁcate courses (42.5%) while
about the same proportion of students were
enrolled in diploma courses (41.3%). The results
further reveal that a relatively small proportion
(15.1%) of the students were enrolled in artisan
courses. A negligible proportion of these
students were enrolled in short courses without
certiﬁcation (1.1%). The proportions of those
enrolled in artisan courses was larger in public
institutions (31.3%) than in private ones (9.0%) as
well as larger in institutions located in counties
with a higher proportion of VTCs such as
Kakamega (56.9%), Kisumu (46.5%) and Meru
(41.3%).
Likewise, enrollment levels in artisan courses
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were much higher in VTCs (44.6%) than in other
categories of TVET institutions – but this was
not surprising because VTCs in Kenya mainly
offer artisan level courses. Notably, enrollment
levels in artisan courses tended to decrease
with greater household wealth levels, while the
opposite was true for enrollment levels in
diploma courses. This implies that students
from economically disadvantaged households
tended to enroll in lower level courses when
compared to their counterparts from afﬂuent
households. Lower level TVET courses often
attract low entry qualiﬁcations and lower fees
than higher level courses, consequently the
lower level courses are more affordable to
students from disadvantaged households. As
noted in Section 3.2, students from afﬂuent
households were more likely to have
completed higher levels of education than their
counterparts from disadvantaged households,
meaning that more students from afﬂuent
households would qualify for enrollment in high
level courses.
Level of satisfaction with training courses and
instructors: The percentage of students who
reported being 'very satisﬁed' with their current
training courses as well as their instructors'
levels of expertise in these courses are
displayed in Figure 3.13. On average, about two
in every ﬁve students (39.9%) reported being
'very satisﬁed' with both their courses and their
instructors' levels of expertise.
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There was not much difference by gender,
institution type (public or private), or course
year split in the levels of satisfaction with
both courses and instructors' expertise.
However, in terms of institution category,
there were more 'very satisﬁed' students in
VTCs (46.5%) than in NPs (34.4%) and TTIs
(38.3%). This perhaps could be the result of
VTCs enrolling students who received
lower grades and who therefore have lower
expectations than students in TTIs and NPs.
Majority of courses offered in VTCs take
shorter periods to complete compared to
those offered in TTIs and NPs. It is also
possible that VTCs are better placed to
meet the needs of their students than is the
case with the other categories of
institutions.

In terms of counties, satisfaction levels were
strikingly low among students in Turkana
(24.7%) county in comparison to the other
counties. The levels of satisfaction with
both the courses and instructors' expertise
tended to decrease by course level – with
students enrolled in short (52.6%) and
artisan (51.4%) courses reporting higher
levels of satisfaction than those enrolled in
certiﬁcate (40.7%) and diploma (34.7%)
courses. As highlighted above, the
expectations by those who undertake short
and artisan courses could be lower
compared to those undertaking certiﬁcate
and diploma courses, and this could be
inﬂuencing their level of satisfaction.
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Students' involvement in social activities:
The social activity involvement index used
in this report was computed from the total
involvement of students in 13 social
activities offered at their institutions (such
as community service, charity walks and
debating events). Students were asked to
rate their involvement on a 'sometimes,
most of the time, or all of the time' scale.
The reliability statistics (Cronbach's alpha)
of this social involvement index was 0.829,
and thus, acceptable. A list of the activities
involved in the computation of this index
can be found in Appendix 2.2 together with
their scaling properties. Involvement in
social activities is thought to be important
in nurturing soft skills and this could be
done through reduction of rigidity and
complexity of the curriculum to provide
space for activities promoting soft skills

(Ignatowski, 2017).
As shown in Figure 3.14, male students (4.6)
reported being involved in more of these
social activities than female students (3.9).
Likewise, students from Meru (6.0) and
Uasin Gishu (5.6) reported more
involvement in activities than those from
the other counties, especially those from
Turkana (3.0) and Garissa (3.1). Involvement
in these activities was strikingly low among
students enrolled in short courses, but this
is understandable since such students are
in the institutions for short durations.
Students from economically
disadvantaged households tended to be
involved in more of these activities when
compared to those from afﬂuent
households (Figure 3.14).
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3.5

Students' perceptions
regarding WYD skills, career
opportunities and support
from the institutions

This section focuses on student
perceptions on what youth need to do to
be more competitive in the local job
market, and their perceptions regarding
the progress made in selected skill areas
since they ﬁrst joined their current TVET
institutions. The section also covers
student perceptions regarding the
importance of selected skills or knowledge
areas in their future careers, their
perceptions regarding TVET institutional
s u p p o r t a n d c a p a c i t y, a s w e l l a s
perceptions of their training courses and
instructors in nurturing selected skills and
knowledge areas.
What the youth need to do to be more
competitive in the local job market:
Students were presented with a list of
possible things that young people could do
to be more competitive in the local job
market, and asked to identify which in their
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opinion they thought were applicable
(results in Figure 3.15). The items (possible
things) were not speciﬁc to the institutional
environment and could be obtained from
other environments.
The top item identiﬁed was the acquisition
of technical training (56.7%) which when
disaggregated by TVET categories ranged
from 50.8% (VTC) to 67.5% (NPs). The
second and third-ranked items were
acquisition of formal education (35.2%) and
acquisition of vocational training (28.0%)
respectively. Students did not perceive that
reliance on relatives or knowing people in
authority would be a factor in increasing
one's chances of securing employment.
The view about obtaining technical training
could be perceived by students as being
more lucrative since it may promote higher
chances of obtaining formal employment. It
may also be the case that those taking
vocational training courses perceived the
training they were receiving as acquisition
of technical skills, and hence they may have
responded positively to 'technical training'
response as shown in Figure 3.15.
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Progress made in selected WYD skill or
knowledge areas since joining TVET: The
students were presented with 18 statements
concerning their progress in skills or knowledge
areas since joining their TVET institutions and
asked to give their level of agreement with
each statement. For this report, if the student
said that they 'agree' or 'strongly agree' with
the statement, they were deemed to have
made progress in that skill or knowledge area –
and thus their data were grouped together 'as
progress' in the analysis. This also means that
those who said that they 'strongly disagree',
'disagree' or 'neither agree or disagree' were
deemed to have not made any progress in that
skill or knowledge area.
The difference in percentages of ﬁrst and ﬁnal
year students agreeing or strongly agreeing
with each of the 18 statements is depicted in
Figure 3.16. The courses offered in TVET
institutions are of various durations: Grade Test
II has a minimum of 300 hours; Grade Test I has
a minimum of 300 hours (cumulatively 600
hours for artisan courses, mainly in VTCs);
professional certiﬁcate takes 600 hours; while
the national diploma takes 2,400 hours. This
translates to 1 year for artisan courses, 2 years

for certiﬁcate courses and 3 years for the
national diploma (these durations are
approximate since they depend on the
examining bodies). For students taking
certiﬁcate (43%) and diploma (41%) courses,
ﬁnal year students were two years ahead of the
ﬁrst year students. Those taking artisan and
short courses were about 16%. The ﬁnal year
students were more likely to agree or strongly
agree with the statements than the ﬁrst-year
students. The differences (or gains) between
these two-year groups imply an impact by the
TVET institutions in these skills or knowledge
areas.
The largest gains were recorded in the areas of
involvement in leadership roles in the
classroom (7.3) followed by improvement in
mathematics skills (6.0). The lowest gains were
recorded in the areas of enjoying working
collaboratively with others (1.4) and improved
relationships with others (1.7). Overall, these are
very low gains and perhaps a reﬂection of
inadequate integration of soft skills in TVET
institutions' curricula. In fact, qualitative data on
the soft skills integration in TVET programs
show that they are inadequate in preparing
youth for the labor market.
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There were differences between males and
females on skills acquired since joining TVET
institutions as shown in Figure 3.17.
Students' perceptions about changes in
their skills was better among males than
females in 16 out of the 18 statements
evaluated. The main differences were
observed in: ability to adjust to new

ideas/conditions (6%); ability to start an
income generating activity (5.4%); teamwork
(4.8%); problem solving skills (4.6%); and,
time management (4.4%). The two skills
where perceptions among females were
better than males were awareness of
strengths and weaknesses (1%), and
knowledge about HIV/AIDs (0.6%).

Importance of WYD skills or knowledge areas in students' future careers: Students were
presented with statements concerning four general groups of skills or knowledge areas and
asked to rate the importance of the statement in their future careers. The four general groups of
“skills or knowledge areas” (to be referred jointly as “areas”) covered in these statements were
namely academic and technical skills (8 statements/items), life skills (8), core values (5), and socialemotional skills (5).
For students who rated a statement as 'important' or 'very important', their data were put under
the same category – and coded as '1', while for students who rated a statement as 'neither
important or unimportant', 'unimportant' or 'very unimportant', their data were put under the
alternative category – and coded as '0'. Student scores on the items in each general group were
added-up to compute four separate total scores – one for each of the mentioned areas. Each of
these total scores was then converted to a percentage as reported in this section.
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The list of items in each of the four general
groups can be found in Appendix 2.3
together with their scaling properties.
The proportion of students rating each of the
four areas as important or very important are
presented in Figure 3.18. In the graph,
different colored markers have been used in
the key/legend to distinguish the
proportions of students under each of the

four skill areas. For instance, under the
student's sex, the yellow marker denotes
proportion of students under the socialemotional skills, the blue marker represents
the proportions of students on academic and
technical skills, the orange marker represents
the proportion of students in life skills, while
the grey marker is the proportion under core
values. The line joining the markers is simply
to improve the visualization of the markers.

The percentages of students rating each of the four areas as important or very important are
presented in Figure 3.17. On average, over two-thirds of the interviewed students considered all
the four areas to be important or very important. The highest rated area was core values (77.0%),
followed by life skills (74.6%), academic and technical skills (71.1%), and ﬁnally social-emotional
skills (68.8%). There was not much difference by sex split – though female students tended to rate
academic and technical skills (69.6%) slightly lower than male students (73.2%). Likewise, the
rating of these areas did not differ much by year of study. In addition, students attending private
institutions generally rated all the four areas slightly higher than their counterparts attending
public institutions.
When the data were considered by county, the rating of the four areas was generally higher
among students in Nairobi and lower among students in Garissa and Turkana (both arid
counties) where the majority of parents' highest academic qualiﬁcation is primary education. The
levels of rating of the four areas seemed to positively correlate with the level of the student
course and the household SES.
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Perceptions about support from TVET
institutions: Students were presented with
10 statements concerning their
experiences in TVET institutions and asked
to give their level of agreement with each
statement. If the students said that they
'agree' or 'strongly agree' with the
statement, they were considered to have
experienced what was covered in the
statement, and if they said that they
'strongly disagree', 'disagree' or 'neither
agree or disagree' they were considered to
have not experienced the contents of the
statement.
The results are presented in Figure 3.19 and
show that nearly two-thirds of the students
were very proud of the knowledge and skills
they had gained in TVET institutions (66.9%)
and they believed it would be easy to get
jobs with the skills gained (65%). About onehalf indicated that TVET training equipment
was up-to-date (47.0%), which should be
troubling to the TVET heads because it
implies that the other half (53.0%) of the
students believed that the equipment are
outdated. This is congruent with the results
depicted in Figure 4.8 under instructors
where majority cited inadequate facilities as
a major challenge.
Moreover, only about one-third of the
students indicated that the training
equipment, materials and machinery were
adequate (34.8%), which is a downside
because it means that a vast majority of the
students believed otherwise (65.2%). Also
on the lower end of the results were
technical workshops and laboratories which
only 38.1% of the student believed to be
sufﬁcient - as depicted in Figure 4.8.
In terms of activities that are perceived or
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known to nurture soft skills (Ignatowski,
2017), it was surprising to note that only
about half of the students interviewed
indicated that their institutions had ﬁeld
attachment or internship programs for
students (50.3%). Private institutions had a
s l i g h t l y h i g h e r p ro p o r t i o n ( 5 0 . 9 % )
compared to public institutions (48.8%).
TVET institutions also provide students with
opportunity to debate or present their
ideas or projects to other students (40.9%) –
thus encouraging critical thinking, and
nurturing communication skills. Less than
two-ﬁfths of interviewed students agreed
that there was support in terms of learning
equipment availability (34.8%),
bursaries/scholarships (37.2%) as well as
workshops/laboratories (38.1%). Student
scores on the 10 statements regarding their
experiences in TVET institutions (listed in),
were summed up to create a “TVET
support” index. This index was used to
compare TVET support across various
groups of students as shown in Figure 3.20.
The perceptions of TVET support did not
vary much by student sex, TVET type
(private versus public), or TVET category.
TVET support was perceived to be lowest in
Kisumu (3.1) and Turkana (3.2) counties, and
highest in Nyeri (5.3) county. Moreover, in
general, students enrolled in lower level
courses (e.g. artisan) tended to perceive
TVET support as low compared to their
counterparts enrolled in higher level
courses (e.g. diploma). Likewise, students
from lower SES household categories,
tended to perceive TVET support as low
compared to those from higher categories.
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Perceptions about support from instructors
and training courses: In addition to what is
described in the previous subsection about
support from TVET institutions, the
students were also asked to give their levels
of agreement with 13 statements
concerning their experiences with
instructors and training programs. Their
responses to the 13 statements were
analyzed following the same procedure
described in the previous subsection,
including the computation of an index (to
be called “instructor-courses support”
index) to compare instructors and training
courses (or programs) support across
various groups of students.
About two-thirds of the students believed
that their training courses matched
opportunities in the job market (65.8%) and
opportunities for self-employment (65.3%)
as shown in Figure 3.21. It would be
important to compare this with the
perceptions of potential employers.
In terms of incorporating activities for
nurturing soft skills in the training courses,
only about one-third indicated that they are
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required to complete community service as
part of their training (31.8%), and that their
training courses included non-technical
skills to prepare them for the job market
(35.5%). Nevertheless, well over one-half
(57.3%) of the students interviewed
indicated that their training courses have
special topics in ethics and behavior. Based
on these student perceptions, there is still a
lot of room for improvement in instructor
activities aimed at nurturing soft skills or
higher-order thinking skills such as creative
thinking and problem solving.
2As shown in Figure 3.22, the perceptions of
instructor-courses support did not vary
much by student sex or by student level of
study. However, this support was perceived
to be higher in private institutions (6.6) than
in public ones (5.9); and much lower in
Turkana (4.2) and Kisumu (4.5) – the same
two counties where TVET support was
perceived to be lowest by students. Similar
to the TVET support results, the perception
on instructor-courses support generally
tended to increase with the level of the
training course and student household SES.
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3.6 Students' performance on the
WYD skills
This section focuses on the student
performance in the WYD skills assessment.
The results cover student scores on selected
values and life skills; functional literacy,
functional numeracy, and digital literacy.
Comparisons are made across various
groups of students split by key
characteristics such as student gender,
student household SES, student level of
study, and institution category, type and
geographical location.

3.6.1 Selected studies
In line with other parallel studies on values
among youth, this study examined ﬁve
values including trustworthiness,
persistence, dependability, openness and
loyalty. For each of these values, students
were presented with a series of statements
(see appendices) pertaining to that value
and asked to give their level of agreement
with each statement on a scale of 1 being
'strongly disagree' to 5 being 'strongly
agree'. For this report, if students said that
they 'agree' or 'strongly agree' with the
statement, they were deemed to be 'strong'
on that value - and such students were given
a score of one (1) on that statement.
Alternatively, if students said that they
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'neither agree nor disagree', 'disagree' or
'strongly disagree' with the statement, they
were deemed to be 'weak' in that value and
were given a score of zero (0) on that
statement. The scores in each statement
were added to make up the total score on
the respective value, which was then
converted to the mean percentages
reported in this section. The percentages
reported here are the means on each WYD
value across the student sample and are
presented in Table 6.1.
Average student scores were highest for
dependability (89.9%), followed by loyalty
(89.2%) openness (82.9%) and persistence
(75.6%). The scores were lowest on
trustworthiness (46.1%). These mean scores
can also be interpreted as the percentage of
students agreeing or strongly agreeing with
the statements pertaining to those values –
thus considered to be 'strong' on those
values. Apart from the area of
trustworthiness where only about half of the
students were considered to be strong, at
least three-quarters of the students were
considered to be strong in the other four
areas considered. The results were generally
consistent regardless of the sub-group of
students considered and did not vary much
by student level of study (ﬁrst or ﬁnal year)
implying that the TVET institutions might not
have much impact on student WYD values.
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3.6.2 Selected life skills and socialemotional skills
In the context of this study, life skills are coping
abilities and positive behaviors that enable a
person to deal effectively with the challenges
and demands of life. This is important in
understanding WYD, as evidenced in past
work in this area which argue that youth
development can be enhanced through one's
social support, competence, and subjective
well-being (Meyers, 2003). In view of this, we
selected six life skills that speak to social
support and subjective well-being, namely,
intrapersonal, interpersonal, decision making,
leadership, resourcefulness, and
professionalism.
Intrapersonal skills: Students were asked to
rate their levels of conﬁdence with respect to a

series of statements assessing intrapersonal
skills (covering self-esteem, self-awareness,
and coping with emotions and stress). If
students said they were 'conﬁdent' or 'very
conﬁdent' with the statement, they were
deemed to be 'strong' in intrapersonal skills,
and the opposite was the case for those
students who said they were 'fairly conﬁdent',
'not conﬁdent' or 'extremely not conﬁdent'.
Interpersonal skills and decision making: The
assessment of these two skills involved
students rating their levels of agreement with
a series of statements concerning
interpersonal skills (covering resistance to
peer-pressure, assertiveness, empathy,
negotiation, effective communication, and
interpersonal relations), and decision making
(covering curiosity, problem-solving, critical
thinking, and creative thinking).
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Students were considered to be 'strong' on
the skill being assessed if they 'agreed' or
'strongly agreed' with the statements, and
'weak' on that skill if they were 'neutral',
'disagreed' or 'strongly disagreed' with the
statements.
Leadership and resourcefulness: The
assessment of these two skills involved
students rating how often they were
involved in activities described in
statements concerning leadership (i.e.
taking responsibility for their own actions,
treating everyone the same, and listening to
differing ideas), and resourcefulness (i.e.
taking initiative in ﬁnding solutions, coming
up with new ideas to solve problems, and
pushing towards the desired solution).
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Students were deemed to be 'strong' in the
skills being assessed if they said they were
involved in the activities described in the
statements 'often' or 'always', and they were
considered to be 'weak' on those skills if
they said otherwise (i.e. 'never', 'rarely' or
'sometimes').
The mean scores of students in the selected
life skills and social-emotional skills are
depicted in Figure 3.23. The interpretation
of Figure 3.23 has a similar description as
that in Figure 3.20. On average, student
scores were highest in decision making skills
(92.9%), followed by interpersonal skills
(83.8%), leadership skills (80.7%) and
interpersonal skills (75.4%), while they were
lowest in resourcefulness (72.6%).

TVET REPORT

Building Capabilities for Work and Life

Soft skills based on a case study

Though scores on the selected skills were
generally consistent across student
subgroups, the levels of these skills were
generally lower among students in
Kakamega County when compared to
other counties. Kakamega students
generally had the least resourcefulness
skills – perhaps driven by the fact that nearly
half (51.5%) of the students in this county
had no secondary education (see Figure 3.6
in Section 3.1), and majority of the
institutions surveyed were VTCs.
Resourcefulness can be acquired in school
hence those students who have completed
secondary education tend to have higher
levels. Similar to the results for WYD skills,
scores on the emotional and life skills did
not differ by the year of study.

Apart from assessment of life skills and
social-emotional skills based on the rating
of statements as described above, students
were also assessed on these skills based on
a case study. Students were presented with
a story involving everyday social
interactions and asked how best they would
handle issues in the story using problem
solving and decision-making skills; coping
with stress and emotions; peaceful conﬂict
resolution; and interpersonal relationships
and communication.
The percentage of students answering all
the items in the case study correctly (i.e.
correct response) are displayed in Figure
3.24. From the results displayed in this
ﬁgure, it can be seen that three in every four
(75%) of the students answered all the items
in the case study correctly. There is a
signiﬁcant but weak positive correlation
between the capabilities and values
assessment, and the soft skills case study
assessment (r=0.14, p-value <1.001).

Efforts to improve the levels of these skills
among TVET students should pay attention
to the skills with relatively low scores such as
resourcefulness and interpersonal skills.
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Based on scores in the case study, scores on
life skills and social-emotional skills were
slightly higher among female students (77%)
than among male students (72%); higher
among students attending private
institutions (77%) than among those
attending public ones (70%); and much
higher in NPs (82%) than in TTIs (77%) or
VTCs (66%). With respect to counties,
performance on these skills was noticeably
lower in Garissa (35%), followed by
Kakamega (54%) and then Turkana (63%).
Performances of ﬁrst and ﬁnal year students
were 75% and 74% respectively, implying
that the impact of TVETs on these skills was
negligible.
Performance in these skills tended to
increase with the level of student courses –
with performance being lowest among
students enrolled in artisan courses (59%),
and higher among those enrolled in
certiﬁcate (75%) and diploma courses (81%) –
perhaps driven by the different entry
education requirements into these courses.
Likewise, performance in these skills tended
to vary with student household SES levels –
with students from the top SES quartile (78%)
slightly outperforming those from the
middle quartiles (76%), and greatly
outperforming those from the bottom
quartile (69%). This could perhaps be
attributable to the fact that higher level
programs required higher level
qualiﬁcations, hence enrolled students of
higher academic ability, which potentially
resulted in improved performance. Similarly,
students from households with higher SES
are likely to have been more exposed to
various life and social-emotional skills prior
to and during their stay in TVET institutions
hence their higher performance.
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3.6.3 Functional literacy, functional
numeracy and digital learning
This section covers student performance on
the functional literacy, functional numeracy
and digital literacy assessment tests and was
informed by information obtained from
parallel studies on literacy, numeracy and
digital learning among youth. For functional
literacy, students were presented with a
simple table on a card showing activities
given to a farm supervisor each day of the
week, and asked questions testing their
ability to acquire and use information from
the table. For functional numeracy, students
were presented with ingredients required to
make 200 mandazi (a form of fried bread)
and their prices, and asked questions testing
their ability to apply simple mathematical
operations based on the information
presented. Finally, to assess levels of digital
learning, students were asked to perform
simple tasks using a mobile phone – such as
sending a text message, buying airtime, and
downloading media ﬁles. The assumption
was that the students had access to mobile
phones before the study and would have
acquired basic knowledge on mobile phone
functionality through self-learning.
The percentage of students answering all
items in these tests correctly are depicted in
Figure 3.25. Overall, student performance
was highest in digital learning – with nearly
four out of every ﬁve students (80.8%)
correctly demonstrating how to perform all
the tasks tested. On the downside, more
than half of the students (54.5%) did not
correctly answer all the functional literacy
questions. Student performance was lowest
in functional numeracy with only about one
out of ﬁve (21.4%) answering all the items
correctly. Performance in the functional
numeracy skills was particularly low among
students in Garissa County where none of
the 77 students sampled in that county
correctly answered all the items in the test.
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The test was at the appropriate level for a
primary school leaver therefore this Garissa
result was surprising given that those
students had reported having completed at
least secondary education (see in Section
3.1).
In terms of performance by subgroups,
performance on the three skills was
generally better among male students,
those attending private institutions or
those in NPs compared to their
counterparts. In addition, students in
Kakamega County scored lower, on
average, on these skills when compared to

their counterparts in other counties. Similar
to the results on life skills and sociale m o t i o n a l s k i l l s ( s e e F i g u re 3 . 2 5 ) ,
performance in functional literacy,
functional numeracy and digital learning
skills also tended to increase with the
complexity of the student training level
(perhaps driven by the different levels of
education required to enroll into these
different courses) and also increased with
higher student household SES. Moreover,
for each of these three skills, performances
of ﬁrst and ﬁnal years were about the same.
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4 Characteristics of
instructors and their
perceptions on skills

instructors were in institutions located in
Nairobi County (47.8%), and a majority were
involved in training both ﬁrst and ﬁnal-year
students (88.5%).

This chapter presents information on the 347
TVET instructors including their personal
characteristics, academic and professional
backgrounds and experience. Their
perceptions regarding the coverage of skills
during training activities, and their
incorporation into training courses of
activities known (or perceived) to nurture soft
skills are also presented. TVETA provides a
trainer's qualiﬁcation framework that
describes qualiﬁcations for each level of
trainers, namely; Level I (Technical
Instructor), Level II (Trainer), Level III (Senior
Trainer/Developer) and Level IV (Principal
Trainer/Manager). The framework describes
roles, qualiﬁcations, core competencies and
trainer's curriculum for each level. A
Technical Instructor sets training material,
equipment for practical workshop or
laboratory and maintains training
equipment. The Trainer conducts technical
training and competency assessments while
a Senior Trainer/Designer designs and
develops curricula, courses and instructional
materials. The Principal Trainer/Manager
supervises, develops and mentors technical
trainers and developers. In the ﬁgures under
this section, instructors are also referred to as
tutors.

Instructor age and experience: Results for
instructor age and instructor years of
teaching experience are displayed in Figure
4.2 and Figure 4.3, respectively. The average
instructor was 35.5 years of age and had
taught for 7.7 years. The average age or
years of teaching experience did not vary
much by sex although on average, male
instructors were 1.5 years younger than their
female colleagues. Instructors in public
institutions were on average about 3.7 years
older and more experienced (by 2.9 years)
than those in private institutions. The two
semi-arid counties (Garissa and Turkana) had
the youngest and the least experienced
instructors. Given the perceived harsh
environment in these two counties, it is likely
that instructors in these two counties tend to
migrate to other counties once they have
gained some experience or become more
marketable.

4.1 Instructor personal
characteristics
As presented in Figure 4.1 about three in
every ﬁve instructors were male (60.8%) with
a large proportion of these instructors
teaching in private institutions (71.5%) and
TTIs (72.9%), primarily on temporary
employment contracts (59.1%). Half of these
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Instructor workload: Results for instructor's
teaching workload are presented in Figure
4.4. On average, instructors taught for 24.6
hours per week, and this value did not differ
much between public (24.1) and private
(24.7) institutions. This seems to contradict
the anecdotal information that instructors in
private institutions have heavier workloads.
In general, instructor workloads were highest
in VTCs (28.0) and Kisumu County (30.0), and
lowest in NPs (21.2) and Garissa County
(20.3). The workload reported here is limited
to actual teaching hours and does not
include time used for preparations, advisory
services, consultations or any other activities
that support their core teaching
responsibilities or functions.
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The highest levels of education and
technical training completed for
instructors are shown in Figure 4.5 and
Figure 4.6 respectively. Details on
refresher (or in-service) courses
completed within the previous three
years are shown in Figure 4.7.
Academic education completed: Overall, a
vast majority of the instructors (over 95%)
interviewed had completed college or
university education. However, the
institutions in the study based in Kisumu
and Kakamega had noticeable proportions
of instructors without college or university
education. This was not surprising as these
two counties had the highest proportions
(42.3% and 56.9%, respectively) of students
enrolled in artisan courses (see Figure 3.12
in Section 3.4), which are lower level
courses and do not require instructors who
have completed university education.
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4.2 Instructor academic education,
technical training and
refresher courses
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VTC

0

County

Technical training completed:
As expected, a vast majority of the
instructors (over 90%) had completed
technical training in TVET and/or university
at least at the artisan or certiﬁcate level.
However, the number of instructors without
technical training (skills needed to operate
a particular technology) was noticeable in
Uasin Gishu (25.6%), Mombasa (20.7%), and
Nyeri (18.2%).
Refresher or in-service courses:
About four in every ten (43%) instructors
reported having completed at least one
refresher course within the previous three
years. Completion levels were almost
similar among female (44%) and male (41%)
instructors, and across private (44%) and
public (39%) institutions. The levels were
markedly higher in NPs (56%) than TTIs and
VTCs (both at 42%). Turkana (10%) and
Mombasa (62%) counties recorded the
lowest and the highest levels, respectively.
During the validation workshop, it was
observed that the refresher courses are
organized by the county government in the
case of VTCs. The TTIs and NPs use the
CDACC standard curriculum to organize
refresher courses for their staff.
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4.3 Factors perceived to hinder or
limit instructors from carrying
out their duties
Instructors were presented with a list of 12
factors and asked to rate the extent to which
they limited or hindered them from carrying
out their training duties as expected on a
scale of 1-5 (ranging from 1(no extent) to 5
(very high extent)). For this report, if
instructors rated a factor as limiting or
hindering them 'to a moderate extent', 'to a
high extent', or 'to a very high extent', that
factor was deemed as hindering them from
carrying out their duties, and accordingly
coded as '1'. If instructors rated a factor as
limiting or hindering them 'to less extent' or
'to no extent', then that factor was
considered as not hindering them from
carrying their duties and coded as '0'.
The percentages of instructors' ratings are
displayed in Figure 4.8. Instructors generally
perceived institution-related factors (such as
facilities, machinery or materials (41.2%) and
workshops or laboratories (39.2%)) as the
biggest hindrance to carrying out their
duties as trainers. This is congruent with the
results from the students who felt that these
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factors were among the areas in which they
needed greater support (see Figure 3.18 in
section 3.5). On the other hand, studentrelated factors (such as student gender
composition (11%)) and student religious
background were rated as presenting the
least hindrance to carrying out their duties.
Instructor scores on the 12 factors were
added-up to compute a total score, and
then converted to a percentage score (to be
called 'Instructor hindering index') displayed
in Figure 4.9. The value of the overall index
was 24.8, and this did not vary much by
instructor sex. The value for public
institutions (32.8) was markedly larger than
that for private institutions (21.6) – meaning
that the level of hindrance to instructor
duties by the factors under investigation was
perceived to be higher in public institutions
than private ones. In terms of counties, the
hindrance levels were highest in Turkana
(30.6) and lowest in Nairobi (18.9).
Nevertheless, due to the small number of
instructors involved in each county, the
differences in the levels of hindrance across
the counties were not statistically signiﬁcant.
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4.4

Figure 4.10.

Instructor perceptions
regarding their expertise in
running courses

On average, a vast majority of the instructors
(over 90%) felt that they were well equipped
in terms of expertise to run the main courses
they teach. Male instructors were slightly
more likely to say they were well equipped
(93%) than female instructors (89%), but
these levels were about the same among
instructors in public (91%) and private (92%)
institutions. The responses by categories of
TVET reveals a pattern that mirrors their
sophistication – with 100% of instructors in
NPs feeling fully equipped compared to 93%
in TTI and 84% in VTC.

Instructors were asked to rate the extent to
which they felt they were well equipped or
up to standard in terms of their expertise in
running the main courses they teach. In the
study, ratings of 'to a moderate extent', 'to a
high extent', or 'to a very high extent', were
regarded as 'well equipped' in terms of
expertise and the respective data was
grouped together. Alternatively, ratings of 'to
less extent' or 'to no extent' were deemed as
'not well equipped' and this data was
grouped together. The results are shown in
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Instructor training on WYD skills

Instructors were presented with lists of four different groups of WYD skills and asked to state
whether or not they were trained to teach those skills. Given that nine in every ten, and four in
every ten of the instructors have undertaken in-service training and refresher courses,
respectively, it is logical to argue that the WYD skills were acquired during these trainings. The
four groups of skills were namely academic and technical skills (7), life skills (7), core values (5), and
social-emotional skills (5). In the data analyses, instructors who said that they were trained to
teach a particular skill in the list were awarded a score of '1' on that skill while those who stated
otherwise were awarded a score of '0'.
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for social-emotional skills (50.0%). There was
not much difference in these levels of
training among male and female instructors,
or among instructors in public and private
institutions. In general, the levels of training
were lowest in Turkana County and highest
in Nyeri County. Overall, about 56.4% of the
instructors were trained in WYD skills. This
could partly explain the high (79.7%)
achievement scores observed among
students' WYD skills assessments.

Instructor scores on the items in each group
were added-up to compute four separate
total scores – one for each of the mentioned
groups. Each of these total scores were then
converted to a percentage.
Figure 4.11 shows the mean percentages of
instructors who said they were trained in
each of the four groups of skills. Overall, the
level of training in these skills was highest for
life skills (60.8%), followed by academic skills
(57.7%), then core values (57.2%) and lowest
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4.6

Instructor perceptions on
coverage of WYD skills in
training courses

Results on instructors' perceptions
regarding the coverage of various skills in
the courses they teach are presented in
Figure 4.12. Instructors were presented with
a list of 15 skills and asked to rate the level of
coverage of each skill listed in the courses
they teach. There were four options to this
question, namely: 1=not covered at all;
2=less covered; 3=somehow covered; and
4=well covered. For this report, data from
the ﬁrst three options were analyzed under
one category 'somehow covered to not
covered at all', while those from the fourth
option were analyzed under the alternative
category called 'well covered'. Presenting
data this way offers a clear visual
presentation while at the same time
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emphasizing positive perceptions (well
covered). That said, the distribution of the
individual responses show that options 1, 2
and 3 had low responses.
About seven out of ten instructors perceived
technical and entrepreneurship skills (71.8%
for both) to be well covered, while about two
thirds perceived life skills (65.7%) and basic
computing skills (65.4%) as well covered. In
general, the levels of coverage for nonacademic skills (e.g. relationships, sexual
and reproduction health skills) were
perceived to be lower than those for
academic/technical skills. These results
imply that there is an opportunity for TVETs
to improve their levels of coverage of WYD
skills in their training courses and
incorporate others in non-formal and
informal training tasks/activities.
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4.7

Instructor activities for
nurturing WYD skills during
training

Instructors were presented with a list of 20
activities known or perceived to nurture
WYD skills such as life skills and social
emotional skills, and asked to identify which
of the listed activities happen in the training
courses they teach (TVETA, 2019; Gracia,
2014; Heckman & Kautz, 2013; Meyers, 2003;
Pagliaro, 2001). In this report, only eight of
the 20 activities listed were considered
utmost crucial, and thus reported here.
The percentages of instructors identifying
each of the eight activities as happening in
their classes are depicted in Figure 4.13,
while frequencies of these activities in the
classes are depicted in Figure 4.14. A vast
majority (over 80%) of the instructors
identiﬁed the eight activities as happening
in the classes. Overall, in terms of

frequencies of the activities in classes,
slightly below half (47.0%) of the instructors
identiﬁed all the eight activities listed as
happening in their classes which presents an
opportunity for more instructors to consider
incorporating these activities in their
courses. In terms of subgroup analyses, the
levels of all the eight activities happening
were about the same among male (46.4%)
and female (47.8%) instructors, but these
levels were higher in private institutions
(50.4%) than in public institutions (38.4%). In
addition, the levels of all eight activities were
lowest in Meru (27.3%) and highest in Uasin
Gishu (65.1%). This may be explained by the
background of the institutions surveyed – in
Meru, majority of the institutions were public
VTCs while in Uasin Gishu majority were
private TTIs. It is possible that the instructors
in these institutions approach training
activities differently given the various
backgrounds of their students.
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5 Characteristics of TVET
managers and their
institutions
This chapter focuses on the information
about the 171 TVET managers and their
institutions. Information about the managers
includes their demographics, as well as their
w o r k a n d e d u c a t i o n b a c k g ro u n d s .
Information about the institutions includes
the levels of training courses offered,
coverage of WYD skills in the training
courses, and activities included in the
training programs to nurture these skills.

5.1

Manager personal
characteristics and work
backgrounds

Results of manager sex, employment status,
age, years of experience working as teachers
and managers, completion of TVET
management courses, and participation in
refresher or in-service courses in the previous
three years are presented inTable 5.1 .
Managers' gender and employment status:
Over two-thirds of the TVET managers
interviewed in this study were male (68.4%).
Unlike the instructors who were mostly on
temporary employment contracts (see
Section 3.1), a vast majority of the managers
were on permanent contracts (69%) –
perhaps a deliberate effort by the
institutions to ensure stability in their
management.
Manager age and years of experience:
Results show that the average age of

managers was 35.5 years, had taught for 12.7
years, and worked as a TVET manager for 5.3
years. The average age or years of
experience as TVET managers did not vary
much by sex – but male managers were on
average about two years more experienced
as teachers than their female counterparts.
Managers in public institutions were on
average about 4.3 years older, had more
experience as teachers (by 8.6 years) and
were slightly more experienced as managers
(by 0.9 years) than those in private
institutions.
Management and refresher courses:
Slightly less than half (48.5%) of the
managers involved in this study had
completed training on management of
TVET institutions, while about three-ﬁfths
(62%) of them had completed at least one
refresher course within the previous three
years (refresher courses are offered by
county governments at the level of VTCs or
self-organized in the case of TTIs/NPs). The
levels of management training were higher
in public institutions (63.8%) than in private
institutions (42.1%) – but the opposite was
true for levels of refresher courses (public
64.5%, private 53.2%). We gathered during
the validation meeting that in private
institutions, management would not want to
incur additional costs in human resource
training, while in public institutions,
progression is achieved through additional
t r a i n i n g , a n d t h e re i s g o v e r n m e n t
sponsorship.
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5.2 Manager academic education
and technical training
The TVET managers are mandated with
general management of the institution,
planning, implementation and quality control
of the learning process, for instance, checking
the scopes of works, evaluation of student's
performance, setting short-term and longterm goals, popularization of courses offered
(marketing), recruitment of students and
instructors, resource mobilization, risk
management and cost control.
The results for the highest levels of education
and technical training completed by
managers are shown in Figure 5.1 and Figure
5.2 respectively. The key points to note
regarding these results are summarized in the
next paragraphs.

of the TVET managers had completed
college or university education. Levels of
completion for college or university
education did not vary much by manager sex
or employment status. However, levels of
university education were much lower in VTCs
(44.4%) than in TTIs (78.4%) or NP (85.7%).
Technical training completed: A vast majority
of the TVET managers (85.7%) had completed
technical training at least at artisan or
certiﬁcate level – meaning that 14.3% had no
technical training. The levels of managers
without technical training were about the
same among males (14.8%) and females
(13.2%). However, levels of managers with
post-graduate degrees in technical training
were much higher in NPs (57.1%) than in TTIs
(28.8%) or VTCs (13.9%).

Academic education completed: Nearly 98%
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Equipment and training facilities: Results of
the managers' perceptions regarding levels
of equipment in their institutions and the
status of the training facilities or machinery
are displayed in Figure 5.4 About two out of
ﬁve institutions (39.9%) were perceived as
adequately equipped, these results are in
tandem with those of the students (Figure
3.18) and instructors (Figure 4.7) which
highlights the necessity to augment the
facilities available. In general, private
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institutions were perceived as better
equipped than public institutions, while NPs
were perceived as better equipped than
TTIs and VTCs (Figure 4.9). This is consistent
with the observations made by trainers (only
about two ﬁfths of instructors felt they had
the requisite facilities for training) and by
students where only about a third of them
(34.8%) felt that they had well equipped
learning facilities.
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5.4 Manager perceptions on
coverage of WYD skills in TVET
training courses
Managers were presented with the same list
of 15 WYD skills presented to instructors
(see Section 4.6) and asked to rate the level
of coverage for each skill listed among the
courses offered in their institutions.
Manager responses to the coverage of
these skills were analyzed following the
same procedure described in the previous
chapter (Section 4.6). Results of managers'
perceptions regarding the coverage of
these skills in TVET training courses are
presented in Figure 5.5.

A vast majority of the managers perceived
technical skills (88.1%), literacy skills (85.7%),
and social-emotional skills (81.5%) to be well
covered. In general, the levels of coverage
for non-academic skills (e.g. relationships,
sexual and reproduction health skills) were
perceived to be lower than those for
academic/technical skills. Though this
pattern is consistent with the instructors'
perceptions, managers generally perceived
the skills as slightly better covered when
compared to instructors. These results
present an opportunity for managers to
improve the coverage of these skills in their
institutions.
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5.5 Nurturing WYD skills among students in TVET institutions
The managers were presented with the same list of 15 WYD skills described in the previous
section. In this case they were asked to state whether or not their institutions have curricula or
syllabi that cover those skills (results in Figure 5.6).
In general, the levels of availability of curriculum or syllabus documents were higher for
academic/technical skills than for non-academic skills such as relationships, and sexual
reproductive health education. Levels of curriculum documents for social-emotional skills and
core values were 64.9% and 70.8% respectively, meaning that a substantial proportion of the
institutions (roughly 30%) did not have these documents.
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TVET managers were also presented with a
list of 23 activities known or perceived to
nurture WYD skills such as life skills, socialemotional skills and core values, and asked
to identify which of the listed activities
happen in their institutions (TVETA, 2019;
Gracia, 2014; Heckman & Kautz, 2013;
Meyers, 2003; Pagliaro, 2001). In this report,
only 15 of the 23 activities listed were
considered most crucial, and so are reported
here. Manager responses to the 15 activities
were analyzed following the same procedure
described in the previous Section 4.7
regarding instructor activities for nurturing
WYD skills during training programs (also
see appendices).
The percentages of managers identifying
each of 15 activities as happening in their
institutions are presented in Figure 5.7, and
the frequency of these activities in the
institutions are presented in Figure 5.8. At
least two-thirds of the institutions practiced

any of the assessed activities. . On average,
slightly more than one-third (35.7%) of the
TVET managers identiﬁed all the 15 activities
listed as happening in their institutions, while
slightly over half (53.6%) identiﬁed 11-14
activities as happening as demonstrated in
Figure 5.8. The levels of these activities were
highest in NPs and lowest in VTCs. Analysis
of responses from managers on activities
nurturing life and social-emotional skills
indicate large differences between male and
female managers. About one half of the
male and two thirds of the female managers
identiﬁed 11-14 activities as happening. The
percentage of managers identifying each of
the 15 activities as happening in their
institution was 43% for males and 21% for
females. It is therefore possible that the
emphasis given to activities nurturing life
and social-emotional skills could partly be
attributed to the manager's sex.

TVET REPORT

59

Building Capabilities for Work and Life

60

TVET REPORT

Building Capabilities for Work and Life

5.6 Policy documents and services
Written down policies and procedures
provide guidelines for anticipated practices
that are aligned with the expectations of the
organizations and stakeholders. Availability
of policy documents demonstrates
intentions towards quality and
standardization of service delivery. In this
study, managers were presented with a list of
key policies and services in TVET institutions
and asked to identify the ones present in
their institutions.
From the results presented in Figure 5.9, it
can be seen that the TVET institutions were
doing well with regard to the number with
industrial attachment policies (92.9%),
industrial attachment liaison ofﬁcers (85.7%)
and career counseling departments (80.4%).
However, some key policies were less
prevalent in TVET institutions, including
sexual harassment policies (50.0%),
community service policies (46.4%), and
general safeguarding policies (35.1%).
Availability of all the ten key policy
documents was explored by different
categories as portrayed in Figure 5.10.
Overall, only seven percent of the
institutions had all the ten documents,
slightly less than two thirds had between six
and nine policy documents, and about a
third had ﬁve or less documents. Slightly
more public institutions had all the
documents than the private institutions and

a similar trend was seen for institutions that
had between six and nine documents.
Across TVET categories, a bigger proportion
of VTCs had all 10 documents compared to
TTIs and NPs. None of the eight NPs
sampled had all 10 documents. Across the
counties, only 7% of the institutions had all
the 10 documents.
In terms of use, Figure 5.7 indicates
implementation of industrial attachment,
where almost all the institutional heads
speciﬁed that they provided opportunities
for students to practice what they have
learned in the workplace. In addition, these
results indicate that about nine out of ten
institutions invite speakers to address
students about careers. This indicates that
some institutions promote the activities
outlined in the policy even though they do
not have readily available documents for
reference. In terms of participation in games
in the year preceding the survey (2017), the
ﬁndings indicated that only 56.1% of the
institutions participated as portrayed in
Figure 5.11. Results from instructors on
coverage of various courses as
demonstrated in Figure 4.12 show that there
is a strong link between course coverage
and availability of related policies. For
instance, relationships, courtship and
marriage, sexual and reproductive health
education, environmental awareness and
HIV and AIDs knowledge had low coverage,
possibly due to the absence of related policy
documents.
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WYD Multilevel regression analysis
model
A weighted score of WYD, was computed based
on ﬁve WYD areas, namely, functional numeracy,
functional literacy, digital learning, and soft skills
(capabilities and values, and case study
assessment) all of which have been examined in
different sections above. The composite score
was based on the proportion of students who
were able to answer the items under these areas
correctly. A description of how the overall WYD
was computed is provided in Appendix 2.6. In
addition, the Appendix also presents WYD
performance by quartile which indicates that
above 75% of students attained scores greater
than 75% in the capabilities and values
assessment (consisting of 71 items) while more
than 70% attained scores above 75% in WYD
mean score.
A multilevel regression model was ﬁtted with the
students as level one and the TVET institutions as
level two. The objective of the regression analysis
was to explore the student and institutional levelfactors associated with whole youth development
(WYD). A multilevel regression model was chosen
as it allows the study of effects that vary by TVET
institutions (groups). In the model, we controlled
for institutional category among other variables
listed in the ﬁrst column of Table 5.1. National

polytechnics and TTIs were combined as one
category due to the low number of NPs, while the
VTCs provided the other category. In our case, the
group refers to an institution and not the category.
The model was signiﬁcant at 1% level (p-value
<0.001), meaning that the independent variables
that were explored (added into the model) had a
meaningful effect on the estimation of WYD
score. The intra-class correlation (ICC), which is a
measure of similarity within a group, was 0.042
[95% CI; 0.025, 0.069] (conﬁdence interval (CI) has
been described further in the next paragraph). A
low ICC value such as this indicates dissimilarity of
values within the same group/institution. Very low
ICC however is not advisable and hence the
larger the ICC the better for a multilevel model. In
total, the model had 2,850 observations and 150
groups.
In our model, the variable whose relationship with
other variables we seek to understand is the
overall WYD score – this is reported as the
dependent variable. Regression results are
portrayed in Table 5.1 which has ﬁve columns. The
ﬁrst column describes the names of all the
variables included in the regression model. Ref.
refers to reference category among categorical
variables, which depicts the reference variable
whose average score is compared to the rest of
the categories (for instance in the variable sex of
the student, the reference category is male and
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hence its average WYD score is compared with
that of the female assuming the rest of the factors
(variables) are constant). The second column
reports the coefﬁcients for the association or the
measure of WYD score and the variables (known
as independent variables) included in the model.
The coefﬁcients for a continuous independent
variable such as student's age in years indicate the
amount of change expected in WYD score if the
variable (age) is increased by a year (by one unit).
A case of a categorical variable such as sex of the
student indicates how male and female average
WYD scores compare. In the third column, the
table reports standard errors that indicate
variability of each of coefﬁcients described under
column two.
We use the standard error to determine the
amount of accuracy (precision) of the estimated
coefﬁcients. The smaller the standard error, the
more accurate the estimate while the larger the
standard error the less accurate the estimate. Pvalues are reported in the fourth column and
show the values (known as probability values) that
help us determine if an independent variable's
effect on WYD score is signiﬁcant (meaningful) or
not. Smaller values (≤0.05) indicate that an
independent variable's effect on WYD score is
meaningful. The last column shows the
conﬁdence interval, that is the range of values
within which the true value of coefﬁcient (second
column) is likely to fall with 95% certainty.
There were a total of 17 independent variables
and a single-variable random-effects speciﬁcation
(TVET institution). From Table 5.1, ﬁve of the 17
variables indicated signiﬁcance results at 1% or
5% levels – sex of the student, student age, TVET
category, how well the institution was equipped,
and the county in which the institution was
located. Age of the student indicated varying
performance where, after holding other factors
constant, a unit increase in the age of a student
leads to an increase of the WYD score by about
0.5%. The female students' performance was
lower than that of the male students by about 2%.
VTC students coming from the bottom SES
quartile performed about 2.6% worse than those
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either in NPs or TTIs who were also from the
bottom quartile. Students from VTCs whose
background was in the top SES quartile did not
show signiﬁcant difference compared to the
students from NPs or TTIs from the bottom SES
quartile, though this could be as a result of the
smaller sample of VTC students in the top
quartile.
Students from institutions that are inadequately
equipped, on average, performed poorer than
those from well-equipped institutions, by about
3.2 percentage points. On average, performance
by students from Garissa county was poorer
compared to those from the other seven counties
by between 4% and 7.4%. Garissa was the
reference category and had the lowest mean
WYD scores. Turkana county students'
performance on WYD was higher than that of
Garissa county by about 4.7%, a difference which
was not signiﬁcant. Level two variables seem to
be driving the acquisition of WYD skills in TVET
institutions. In particular, the environment where
the institution is located (county) correlates with
the students' WYD score. Low WYD was
evidenced in counties from the so-called hardship
environments such as arid/semi-arid counties of
Garissa and Turkana, or with high poverty levels,
like Kakamega (poverty index of 53%, which was
only second to Turkana at 94.3%).
The adequacy of equipment is to some extent
related to category though we found these two
variables have independent and signiﬁcant
correlation with WYD. In the case of equipment,
this could mean that there are more opportunities
available for imparting WYD skills in wellequipped institutions, perhaps because of the
motivating environment that is created by the
equipment availability. In the case of the TVET
category, it could be a reﬂection of academic
entry behavior of the student and the WYD
learning opportunities that this creates within the
institution. Overall, since one cannot vary the level
one variables that were signiﬁcant, especially the
student sex, it is imperative that interventions to
improve WYD in TVET should focus more on
level two variables.

TVET REPORT

Building Capabilities for Work and Life

TVET REPORT

65

Building Capabilities for Work and Life

66

TVET REPORT

Building Capabilities for Work and Life

6 Participants' perceptions on skills and core-values
This chapter offers qualitative ﬁndings on the participants' perceptions on skills and core values.

6.1 Participants' awareness and perceptions of TVET policy frameworks
During qualitative interviews, respondents
were asked whether they were aware,
unaware or not sure of the existence of policy
frameworks for WYD in TVETs. This is
consistent with observations from school
managers which showed high preference for
some policy documents such as industrial
attachment policies (92.9%), and low
preference for others, such as child
safeguarding policies (35.1%). Those aware
advised that such frameworks were either
spearheaded by institutions mandated to
re/design the curriculum or partners from
Non-Governmental Organisations (NGOs)
and Civil Society Organisations (CSOs)
working in Kenya's education sector. Some

of the frameworks promoted exchange
programs among institutions, partnership
with other education stakeholders or
government involvement. This speaks to the
guiding principles of the country's TVET
policy, which though in draft form, includes
principles such as complementarity,
collaborations and partnerships, information
and communication sharing, lifelong
learning, national integration, and inclusivity
and respect . However, though some were
aware of the existence of such frameworks,
they had little or no concrete knowledge of
what the framework highlights. Some
participants elaborated on what they
thought the frameworks entailed:

‘…there is a TVET Draft Policy Framework and it outlines all information that pertains to the kind of training that
TVET institutions should give to students. It encourages institutions to equip students with not only technical
skills, but also employable skills like life skills, communication skills, innovativeness, and entrepreneurship skills
that are all aimed at making youths passing through our institutions to be self-supporting or let me say wholly
developed to ﬁt well in society out there. The policy framework is in public domain and you can ﬁnd it maybe in
the Ministry's website' [IDI-R5].
'…there is a framework, though in draft called the TVET Policy Framework, about 40 pages or so. I think it
contains government's requirements on soft-skills training in TVET institutions. I may not know all the soft skills
contained in it (if any) but I know issues of integrity, leadership, ethical practice, and respect of human rights is
contained in it. As for changes, so far I have not heard of any and the best placed institution to give you that
information is Curriculum Development Assessment Certiﬁcation Council CDACC' [KII-R7].

Others were aware of the existence of a framework, but were very vague on the details:
'I believe there is a framework though I am not very much familiar with it but I believe there must be a national
policy framework on the area of soft skills' [KII-R3].

Others yet disputed the existence of such frameworks:
'As (of) now, for TVETs, there is no policy or framework but we want to develop our own as a county and we are
just waiting for the Senate to pass the one that is ongoing now. When the Senate passes it, we will work on
adding our own or customize it to have the framework on soft skills because it is something that we have wanted
to do' [KII-R5].

Some pointed out that while there has not been a particular policy on WYD, there are recent efforts
aimed at integrating WYD in TVET curriculum:
'No, currently there is no policy on WYD yet. But we have a framework which was launched on 24th October 2018.
You came at the right time because competency-based education and training (CBET) framework was launched
just last month and is being implemented' [IDI-R3].
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The responses allude to a gap in the
understanding of the TVET curriculum even
among key persons deemed most
knowledgeable in the same. While there is a
faction that is well conversant with the skills,
including their policy provisions, there seemed
to be some who were not well informed on the
policy requirements on skills and core values. It is
possible that when policy stakeholders
understand a given idea, that the policy together
with its related legal frameworks, receives the will
to drive its agenda. For this reason, there is need
for further sensitization and government-led
advocacy for the adoption of life skills and core
values among policy stakeholders, if positive
results are to be attained.
The role of non-state actors in the development
of the skills was also evident. Non-Governmental
Organisations (NGOs) play an important role in
the development of WYD as they occasionally
partner with state agencies at county and
national levels to produce well-rounded youth

with employable skills. NGOs working to
promote education in the study areas were
recognized for their roles in equipping the youth
with much-needed skills including teamwork,
conﬂict resolution and competitiveness. Such
organisations, particularly those operating in
volatile areas engage youth in improved conﬂict
resolution mechanisms besides armed violence,
thereby fostering peaceful coexistence. This is
consistent with the work undertaken by African
Development Bank Group to equip youths with
life skills in crises contexts, fragile or conﬂict
settings as well as countries recovering from
post-conﬂict situations like Burkina Faso,
Senegal, Togo, Mauritania, Cameroon and
Madagascar (AfDB, 2016). Other organisations
and researchers have also contributed to the
continent's WYD in various ways, from capacity
building to evaluation of WYD, with
accompanying recommendations (The
MasterCard Foundation, 2015; Fletcher, 2014;
and USAID, 2013):

'…we have partners working with both the national government and also with us the county government to
offer the youths in TVET institutions wholesome education and training. Besides training students on
technical skills, they also have and encourage competition and exchange programs within schools and
between or among different institutions to help students learn and share with one another. They encourage
teamwork and group work among students from different communities so that they can learn to learn in
harmony with one another and avoid community conﬂicts common here. We have an organization called
GIZ, which does this training' [KII-R4].

It also became apparent that with the devolved
governance, institutions, particularly countymanaged TVET institutions were keen to
develop programs they considered relevant to
their communities, which included soft skills.
Some interviewees thought that while national
education frameworks acted as guidelines
(MoEST, 2014), county frameworks served to
bridge salient national and local gaps. For
instance, Kakamega and Uasin Gishu county
governments have set up youth empowerment
initiatives through promotion of sports and other
talent harnessing programs. In Kakamega, the
Bukhungu stadium is complete, with the youth
expected to enhance their soccer skills, while in
Uasin Gishu, Kipchoge Keino stadium has been
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improved by the county to harness youth talents
in athletics (Kakamega County Integrated
Development Plan, 2017; Uasin Gishu County
Integrated Development Plan, 2018). Moreover,
the two counties as well as Nairobi County are
undertaking environmental conservation
measures in their respective county integrated
development plans, which is in line with the
requirements of the revised TVET curriculum
that emphasizes youth training on
environmental awareness (Nairobi County
Integrated Development Plan, 2018; TVETA,
2019). All these initiatives are set to equip the
youth with self-employment skills as well as
professional competition skills.
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However, when asked about the existence of such county frameworks, respondents seemed
unaware of them:
'Now that the counties have been devolved, education has also been somewhat devolved. This is because
we now have County Ministers of Education who spearhead some of the educational frameworks you talk
of. We have actually done a draft policy framework for the Vocational Training Centers. It is only waiting for
the reading in the County Assembly so that it can be approved and becomes an act. Oh, yes, it talks of
things like entrepreneurship, communication skills and public image etc.' [KII-R1].

6.2 Participants' perceptions about
the integration of WYD skills in TVET
curriculum
Various countries perceive and contend that
WYD is imperative for youth employment and
overall improved youth employment, if their
initiatives are anything to go by. In Rwanda for
instance, a new curriculum, dubbed
competence-based training (CBT), which was
developed by Workforce Development
Authority (in charge of TVET) and the Rwanda
Education Board (for overall secondary
education), advocates for inculcation of WYD
skills among TVET students. Students are
exposed to a modular system with 100-hours
of training lasting between three weeks to
three months. They are also exposed to
opportunities for internships, entry job offers,
entrepreneurship opportunities,
apprenticeships, and other formal sector jobs
to enable them to acquire WYD skills prior to
and on-the-job.
I n K e n y a , a m o d e l b y C A P - Yo u t h
Empowerment Institute (CAP-YEI) adopts the
Basic Employability Skills Training (BEST)
program approach, which has succeeded in
Egypt, Tanzania, Sudan, and South Sudan
(USAID, 2014; The MasterCard Foundation,
2017). In the Kenyan context, the program is
d e s i g n e d t o o ff e r m a r k e t - o r i e n t e d
entrepreneurship skills and training. The
program offers out-of-school and out-of-work
youth aged 18-25 years with a mix of business
opportunities, training on transferable WYD
skills, capacities required for starting own
businesses and employment, and internship
opportunities. Nigeria also adopted a
competence-based education policy that
equips the youth with practical life skills

relevant for employment. The policy
emphasizes infusion of entrepreneurial skills,
transferable skills, life skills, and employability
skills that meet 21st century needs (Orji, 2011;
UN DESA, 2015; The MasterCard Foundation,
2017). The country has undertaken this
through curriculum revision that incorporates
the WYD skills in Nigeria's TVET education. It
is evident from the three countries' examples
that internships for youth graduates are
important avenues for acquisition of
transferable skills embodied in WYD. This
conﬁrms our study's ﬁndings that attachment
opportunities are important in equipping the
youth with WYD skills hence the wellgrounded attachment policies in Kenya's
TVET institutions.
Some participants in interviews and focus
group discussions (IDIs, KIIs and FGDs) shared
that though there were some soft skills
integration in TVET institutions' curricula, it
was not consistent and commensurate with
the changing and dynamic labor demands.
According to them, the soft skills integrated in
their institutions' programs were not
adequate in preparing them for both national
and global labor demands. This is in
contravention of the comprehensive
integration requirements that should meet
the demands of the students and the
requirements of the state which is a
beneﬁciary of graduates' skills . Quantitative
results showed that about two-thirds (66.9%)
of the students were satisﬁed with the
knowledge and skills they received from TVET
institutions and believed this could help them
get jobs. However, only about a third (34.8%)
had faith in training equipment, materials and
machineries.
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This means that an integrated curriculum should allow teachers to prepare students for the
current and coming century labor demands. To address this, the government, introduced
bridging curricula measures, including competency-based education and training (CBET), and
National Vocational Certiﬁcate in Education and Training (NAVCET). Participants provided some
details about these measures:
'We have a new curriculum for TVET institutions and I believe this will be scaled to other levels of colleges.
The curriculum I talk about is called Competency-Based Education and Training (CBET). We also have
National Vocational Certiﬁcate Education and Training (NAVCET). They all have components of soft skills
like life skills, communication skills and entrepreneurship skills among others so we seek to develop learners
in wholesomeness' [IDI-R4].
'Curriculum Development Assessment and Certiﬁcation Council (CDACC) have come up with a
competency-based curriculum called the competency-based education and training (CBET), which
requires that once students have undergone the course, he or she can demonstrate good working
behaviors that they have learned from schools besides the technical or career skills they pursue in our
institutions. For instance, assume a student pursues a hairdressing course and then end up working in a
salon, apart from how to make hair or make things, we want to teach them how to deal with their clients and
how to advertise their services and attract and eventually retain clients. If you have seen the marketing they
do on Facebook, WhatsApp, yeah, those are the things we look at training them more on in the CBET' [IDIR2].

The CBET and NAVCET initiatives are
consistent with the industry needs to equip
youth with employability skills (Robles,
2012), that will not only enable them to
diligently undertake tasks but also help
them in their daily interactions with the
community and environment. A similar
initiative is currently being rolled out in
Ghana's TVET system (Ansah & Ernest, 2013;
Baah-Boateng & Baffour-Awuah, 2015), as
well as in Egypt (German-Arab Trade, 2017)
to enable the youth in the two countries

acquire employability skills, implying that
curriculum re/design is necessary for
instilling WYD skills on TVET students. The
Kenyan Government having recognized the
important role played by WYD in societal
well-being, has incorporated basic skills in
the TVET curriculum (Ministry of Education,
2018)
Another respondent spoke of the focus on
information technology in WYD approaches
to encourage innovation:

'And whenever grants are given to our institutions, a certain percentage has been given out for automation
and that automation consists of the soft skills that we are talking about. That we go towards attaining
automation as much as possible and besides the internal mechanisms that have been put in place in a bid to
computerize everything that we do' [KII-R6].

Student attachments or internships are another component of the TVET curricula that is
recommended, used and deemed appropriate in developing and integrating WYD among
youths in Kenya. Data from students showed that about half (50.3%) believed that the institutions
did not have internship programs. This is despite existing proof that internships, apprenticeship
and attachments play an important role in equipping the youth with employability skills (Musset,
2013; Field, Musset, Álvarez-Galván, 2014).
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Students in TVETs in their ﬁnal year are required to go for industrial attachment before graduation to
give them hands-on work experience in preparation for the world of work after graduation:
'…for the government, it is recommended in the curriculum that these students must go through industrial
attachments so that is that. Another recommendation to institutions is that the institutions work on encouraging
students to ﬁnd better ways of improving their attitudes and have positive ones [attitudes], including their
behaviors. So they have to come up with better ways of training their trainees' [IDI-R3].

Additionally, it is plausible that some of the courses offered in TVET institutions are inherently aligned
with some of the soft skills, which means that during training of such programs/courses, instructors
will inevitably cover some of the skills. A good example is the interpersonal relationship skills picked
up when students pursuing Public Relations (PR) courses are taught how to professionally interact
with clients. A student put this in perspective by sharing how the curriculum incorporates soft skills
training:
'I can say some subjects like mine, which is Public Relations (PR), we are taught how to talk and relate with clients,
customers and even colleagues so yeah, it integrates soft skills in the training and so I can back the curriculum in
that line. You see, I will be able to relate within an organization as a PR consultant or as a PR Manager, and the
course is also examined internally and externally with Kenya National Examinations Council (KNEC)' [FGD12P8].

Some of the government's WYD initiatives are in the early stages of implementation therefore their
long-term effects have not yet been measured. This is particularly true for CBET and NAVCET
interventions:
'…we are still at the introduction level as an authority. We are told that the curriculum developer who develops a
curriculum that integrates soft skills will also be able to come up with training manuals to guide the trainers in
training some of those soft skills' [IDI-R4].

The fact that CBET and NAVCET initiatives are in their infant stages may mean that the
government is keen on the contributions of the WYD to overall youth employability. It
however, remains to be seen whether incorporation of the basic competencies in the TVET
curriculum will translate to better WYD among youth and improved youth employability.

6.3

Participants' perceptions on youth and their WYD skills

Most interview participants – both youth and policy-making respondents – thought that many
students exhibit WYD skills. This is corroborated by quantitative results which showed above average
performance in most WYD skills – intrapersonal skills (83.8%), leadership skills (80.7%), interpersonal
skills (75.4%) and resourcefulness (72.6%). The participants maintained that their stay at respective
institutions as well as interaction with colleagues positively impacted their soft skills. In describing
themselves or schoolmates, respondents highlighted having skills like entrepreneurship, leadership,
respect, caring, teamwork, hard work, conﬁdence and courage, a sense of responsibility and
supportiveness, all of which they attributed to their TVET training:
'Many students in this institution exhibit entrepreneurial skills. For example, after classes, you will ﬁnd many
students selling sweets, others selling shoes, and other things, you see somebody selling ice-cream in our
school, because in life everybody is looking for something to put in their mouth. This is what we call borrowing
from class lessons and experience' [FGD1-P6].
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'To me the ﬁrst skills that I possess is the leadership skill, followed by self-interrelationship skills. I really like
socializing, and that is one of my best attributes. Also, when I walk around this school I ﬁnd that most of the
people in this institution like and enjoy interacting with each other. They don't base it on gender or any other
biases, everybody is just the same' [FGD3-P7].

The responses above show that students are well conversant with WYD skills and can easily
identify when they or their peers possess such skills. It is also striking that students attribute
possession of the skills with improved individual socio-emotional skills as the skills enable them
either to receive favorable perceptions among peers or advance in a particular ﬁeld/sphere like
leadership and business management among other areas. This contributes to existing evidence
which maintains that strong socio-emotional intelligence is a precursor of good leadership and
management at any level (Riggio & Reichard, 2008; Batool, 2013)

6.4

Capacities within TVET and production of WYD skills

Quantitative data from instructors showed that over 90% perceived themselves as well equipped
to teach the technical courses they are assigned to teach. However, in terms of their
preparedness to teach various aspects of WYD, the proportions are relatively low – life skills
60.8%, academic skills 57.7%, core values 57.2% and social-emotional skills 50.0%. Policy makers
and key informants thought that the existing TVET curriculum is what has contributed to the
inadequate training capacity levels in the institutions. Many interviewees (from IDIs and KIIs)
thought the lack of detail in the curriculum about WYD skills meant that they were often not
included in the programme of learning – instead, they thought that the curriculum emphasised
the teaching of technical skills.
Moreover, some respondents shared that a general lack of understanding of the value of WYD
contributes to the low prioritization of these skills. The responses below offer insight on this
issue:
'The general attitude is that most institutions have not yet understood the core values and importance of
the soft skills and values training…so this has affected the capacities of producing core values among
students' [IDI-R4].

A lack of appreciation or enthusiasm for WYD skills among instructors was also seen as a
contributor:
'…and that is why even when you visit them [institutions], you will ﬁnd that soft skills or even those core
values are timetabled to come [as the] last lesson of the day or at best in the afternoon when there are
market days in the village. The lecturer would then skip the lesson so there is a struggle in understanding the
core values, life skills and soft skills' [IDI-R4].

Others thought some societal values were to blame:
'…concerning core values, let me refer to the issue of integrity and accountability. We as a country score very
poorly on that. You see how our youths are obsessed with getting rich quickly regardless of the means of
acquiring them. I cannot entirely blame them as some of these vices are acquired from national leaders whom
they look up to. The get rich quickly mentality is what has made most young people to be obsessed with
betting/gambling at the expense of doing gainful innovative things. Youths are becoming lazier, especially
young men' [KII-R8].
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For youth to acquire effective WYD skills,
there must be effective complementing
capacities in TVET institutions, meaning
that instructors must acquire relevant and
market aligned WYD skills. In light of this,
instructors should go through regular and
sustained in-service training to enable them
to acquire relevant skills which they can instil
in their students. In-service training has
been shown to be important in imparting
instructors with comprehensive skills,
including WYD, as evidenced by adoption
among TVET institutions in countries like
Indonesia, Laos, and Vietnam (Paryono,
2015). Other countries where the same
approach has been adopted include
G r e e c e ( P a l e o c r a s s a s , Ts i a n t i s , &
Dimitropoulos, 2009), and India (Sarwar &
Ahmed, 2017). This is similar to the ﬁndings
of this study which conﬁrmed that Kenyan
TVET instructors usually undergo in-service
training organized by institutions
themselves as well as by respective county
governments' executive committees of
education.

6.5 The key inﬂuencers of WYD
skills in TVET in Kenya
Perhaps pointing to their level of awareness
on soft skills, students who took part in this
study stated that the desire for acceptance
among their peers or wider community is the
key inﬂuencer for WYD, meaning that social
correctness is a key determinant in WYD
skills' acquisition. This is consistent with the
Malaysian leadership study's ﬁndings '', that
conﬁrmed youth leadership development
and participation must take into account
their social and political bearing as they both
have positive effects on youth leadership
development. On the social aspect, the
study maintained that usage of social media
had a signiﬁcant effect on youth leadership
development hence the need to invest in
social media capital development. The
respondents identiﬁed a number of social
soft skills and highlighted their importance in
inﬂuencing uptake by students of WYD in
TVETs as related to their spheres. They
attributed soft skills as key for maintaining
good working relationships and problemsolving skills. They also thought that having
soft skills supported greater social wellbeing, including self-awareness:

'Possessing soft skills is important because, one, it makes you marketable and you can easily identify your weaknesses
and a gap that you yourself can ﬁll. Two, in relation with the ﬁrst one, this digital era of digital literacy with internet and
everything, it offers people with ideas and opportunities to address your weaknesses. You see, you can work from
home and still get an upkeep for yourself. You don't really have to look for employment like during our time when we
were being encouraged to read and blue-collar jobs or white-collar jobs' [IDI-R2].
'I can say the concept of teamwork is very important because it really helps me because the moment, like when we were
in high school, it was about competing with others, and to get higher grades than them. But the moment we came
here, we realized that it's a matter of everyone passing so that everyone can get a job. So, here we usually have
teamwork like group discussions' [FGD6-P8].
'It is important because if you relate well here with others the same way you relate with your colleagues, you will know
how to avoid conﬂicts. For example, some of us here you know we are different people, people who have tempers, so
we are not the same on how we handle those who criticise us, so when you have good soft skills, you will be able to know
when and how to talk to manage negative emotions from other people. That way you solve conﬂicts softly' [FGD9-P1].
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'...maybe for some of the politicians who want to be our leaders tomorrow, they need an important soft skill
of hard work for him/her to be a leader tomorrow for him/her to be able to combine all communities in all
the counties…' [FGD10-P2].

Other students linked soft skills to religious principles:
'It is important because with those skills, you are going to live according to God's will because you are
relating with others in harmony and there will be no conﬂict so you are living a simple life and a good life as
well' [FGD12-P4].

Others cited passion, morality, the need for emotional management (stress management), and
awareness of others in one's environment as key inﬂuencers of WYD in TVETs in Kenya:
'I think it is passion to like what you are doing. Most students do not like the things or courses they do here
but they just do them because their parents or friends told them to do. They do not passion for the things
they do. The same apply for trainers or institutions, so institutions or trainers who have passion for training
or equipping students in TVETs with soft skills will inﬂuence such training for the positive or for the negative.
So it is all about passion of stakeholders; students/youths, trainers, and institutions or let me say curriculum'
[FGD8-P4].
'I can say it is morality or the need for morality or moral uprightness. You see, there are so many youths who
engage in so many immoral activities like prostitutions, lesbianism, and gayism and this is making many
youths to lose direction so I would love it if youths embraced morality and this is what most trainers are
saying when they teach us soft skills in entrepreneurship and communications skills and even during
guidance and counselling' [FGD4-P3].
'The need to teach or train youths on how to manage their stresses is a key inﬂuencer of soft skills training in
TVETs. Students in TVETs like in many other colleges have poor stress management styles. Some will go to
drinking to manage stress, others will engage in other immoral activities like prostitution to manage their
stress, and such stresses are mainly those caused by lack of money so I think teaching on stress
management will help most of them so the need to help our youth for the basis and motivation for training
them on soft skills' [KII-R3].
'I think understanding of each other. It is great for us to understand each other because some of us might be
going through some challenges that force us to do or behave in certain way, not because you like it but
because of the situation you are in' [FGD12-P7].

The evidence cited above argues for the 'what' inﬂuence, whereby respondents largely
captured what motivates them to improve WYD. It is clear that religion and moral correctness
among other drivers were salient push factors for WYD among youth in TVET institutions.
On the 'who' inﬂuences, it emerged that individuals or ofﬁces in TVET institutions holding and
wielding inﬂuential positions have the ability to shape discourse and move levers in the TVET
system. These positions and ofﬁces are therefore critical in buying into the WYD idea and
championing the same for its comprehensive inclusion in the TVET curriculum. Where buy-in
has not been created among such positions and ofﬁces, there is need for the urgent
dissemination of WYD ﬁndings to enable speedy uptake and inclusion of WYD in TVET
institutions and beyond. For effective uptake of WYD, it is essential for the top decision-makers
to be fully informed about WYD, and this resonates with the perspectives of policy makers who
took part in the study's data validation:
'..various ofﬁces in the TVET space are the ones that can be great inﬂuencers in the adoption of WYD
skills…they make or help such decisions so the ofﬁce and individuals in those ofﬁces inﬂuence…yeah,
CDACC, TVETA, KICD ofﬁce holders' [IDI-R6].
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6.6

Other qualitative ﬁndings on
WYD

Other key qualitative ﬁndings from the
study revolved around sources of learning
soft skills, understanding on relevance of
soft skills, role of learners' courses in the
development of soft skills, constraints and
resources available for soft skills training,
adequacy and relevance of resources for
soft skills training, and government's policy
on assessment of soft skills among others.

Where to learn WYD skills
Students in focus group discussions shared
that they had several sources for acquiring
soft skills. These included: family or home,
friends, mentors, social media, television
and radio, extra-curricular activities, selftaught or innate, and college training. Most
shared that they acquired the skills through
social interactions rather than through
education institutions. The respondents
also seemed to recognize communication
and/or interaction with others as a soft skill,
which is a component of WYD:

'We learn them [soft skills] from our interaction with friends and even in sporting events. For example, you
will ﬁnd some friends with very strong communication skills and they will convince you to do even the things
[good or bad] you never thought you would do. So, when you interact with such friends or family members,
you develop such soft skills slowly by slowly'[FGD8-P8].
Another shared how competitive interaction such as debates help build soft skills:
'We learn soft skills from debates and science competition events because you will have to present your
idea to people who sit to judge your idea and if you have strong convincing power, you will win. So, in
debates and presentation places, are where we learn how to be conﬁdent in talking to others' [FGD8-P4].

Existing evidence indicates that places of employment are the ideal locations where the youth
are able to acquire the necessary employability skills. This is because while in employment, the
youth are not only able to interact with technical expertise, but also able to blend both expertise
and teamwork among other WYD skills at the workplace (Pratt, & Ellis, 2014; Reimers, 2016;
Soares, 2017). In our study, respondents did not appear to directly position schools/colleges as
centers of soft skills training, even among those who mentioned schools or colleges, but rather
acted as a conduit for social interactions:
'…we acquire the skills in school because this is where you meet different communities, different characters
of people, you intermingle and you know more about the community, you get a different skill from the
school communities. So I think the best place to learn soft skills is the school' [FGD7-P9].

Some students also mentioned information and communication technologies (ICT) as a
common source of developing soft skills as seen in the quote below:
'We learn them [soft skills] from TVs, radios, and social media. For example, when we see other people act
well and communicate well in TVs, movies and other social media, you admire them and want to act like
they do, because you admire some of them,…let's say James Bond, you will want to behave like him and
develop some of the soft skills he has like conﬁdence when talking to an enemy' [FGD2-P6].

It is for this reason that a number of county governments, having realised the potential of ICT in
empowering the youth with information and skills for formal and self-employment, have incorporated ICT
training in their development plans with some already setting up youth ICT centers in their jurisdictions
(Kakamega County Integrated Development Plan, 2017; Uasin Gishu County Integrated Development
Plan, 2018; Nairobi City County Integrated Development Plan, 2018).
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Respondents' suggested a preference for unstructured sources in skills development rather than
formal training structures:
‘My friend here mentioned entrepreneurship as a soft skill, from that skill, we can learn it from entrepreneurs,
those who have already started business and succeeded in it and so you want to be like them' [FGD14-P8].

The TVET study reveals that students are taught soft skills during their ﬁrst year but they
(students) only learn such skills for the purpose of passing their national examinations, not to
retain the information for use/application in later stage. This ﬁnding corroborates an earlier
study's ﬁndings which argued that, the notion that education is the only gate pass to future
career success has made students to study hard not for the sake of knowledge acquisition but
merely to pass exams (Henry, Nyaga, & Oundo, 2014).
'We are taught communication skills and a bit of entrepreneurship skills in ﬁrst year and it is examinable by
the Kenya National Examinations Council, and then it ends there. We are never taught again and so most of
us, let me speak for myself, I have forgotten things taught then. We only read it to pass exams but when I
want it for practice, I use external learning sources like mentors, public speakers, and social media' [FGD10P4].

From the above response, it emerges that aspects of WYD such as communication and
entrepreneurship skills are taught early in the beginning of a course. This is perhaps because
they are deemed essential for employment, both in the formal and informal sectors. Moreover,
communication and entrepreneurship skills are perceived to equip the youth with business and
marketing skills, which enable them to engage in self-employment and thereby reduce youth
unemployment. Unfortunately, students pay attention to these skills only in the initial years of
their study when such courses are offered, yet they are critical during their training and posttraining periods.
'…in communication skills, we are taught many areas that helps when you are employed like interactions,
posture, body language, and presentations skills in board rooms…even entrepreneurship is taught
because they want us to use the skills start our own businesses so we can be self-employed' [FGD5-R2].

Understanding the relevance of soft skills
Key TVET stakeholders interviewed agree that soft skills are relevant, both for the individual's
social development and economic/career development. Evidence backs the argument that
possession and exhibition of soft skills predisposes an individual to employment and increases
the likelihood of career progression (Shams, 2007; Ibrahim, Boerhannoeddin, & Kayode, 2017),
though some studies ﬁnd no signiﬁcant effect on possession of the skills with securing
employment or career change/progression (Groh, 2016). In our study, TVET stakeholders viewed
soft skills as leverage points for success during tough social situations or tough socio-economic
times:
'My friend, the soft skills you are talking about are very relevant for the current job market. In fact, while
much of them [soft skills] are not included in the curriculum, we purpose to train our students [in] some of
the soft skills like relationship skills, teamwork, time management, and be out-going, though clandestinely,
to enable them [learners] stand-out from the rest. The respondent went ahead to add that, 'We also do this
because there are so many colleges out there offering the same skills as our own, so to out-do them, we
have to do things differently and this includes spicing our courses by adding a little bit of soft-skills' [IDIR5].
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'I believe that they [soft skills] are very relevant in that for you to work well in the job market, for example,
sometimes people judge your business with your personality and if you have very good business and you
don't have the right relations with people, you will not get the right customers for your product. The
respondent maintained further that, 'if you have the right skills [technical] but you don't have things like
how to interact with people and in making sound judgement, then you will not exploit your full potential'
[KII-R3].

A salient revelation of the study is that respondents at the policy making level converge on the
view that soft skills are essential in the development and maintenance of relationships in one's
environment, both with peers and superiors:
'These skills are very essential out there in your interaction with others, work with others, and with others
who work for you. For instance, you will have bosses, probably you will supervise others. So I believe the
skills will help the trainees to make some of the most important decisions in their lives' [KII-R3].

The role TVET training courses have on soft skills development
The TVET students' views diverged on the role of training courses in shaping soft skills. While
some attributed their improved soft skills to speciﬁc training embedded in the curriculum,
others attributed it to the level of difﬁculty of their courses. The excerpts below highlight the ﬁrst
perspective:
'I am taking Social Work and Community Development. I think this course help me because in my units, I
also have Communication Skills course, and that helps me when I go to an interview on how to conduct
myself in sitting posture, facial expression and how to answer questions' [FGD15-P6].
'I am taking Human Resources and Management (HRM). The skills acquired from this course has helped me
on how to have and maintain a position of power. I know how to relate with employees and things to do like
keeping employee information and issues conﬁdential. I have also learnt how to give directives to
employees with respect like a manager and a leader. So, you see, it has trained me on leadership and
management skills [FGD13-P4].

Some students talked about the relationship between their course workload or level of
complexity, and the development of soft skills:
'I can say that studying Mechanical Engineering in particular, has increased my level of discipline. You
realize that if you are someone who is a drunkard like since your high school, once you get here and start
doing mechanical engineering, all of a sudden you ﬁnd that there is so much work in this course, so there is
no way you will go to get drunk knowing that tomorrow you have piles of work waiting for you. Take a course
like Human Resource, it doesn't have many units like ours, so, this course has helped me to be disciplined'
[FDG6-P7].
'This course has really helped me in my time management unlike in high school, where I knew that there is a
bell that will ring at a particular time to tell you that a lesson is over or something like that, and also another
one to tell you it is lunch time. In short, the bell is what is telling you what to do. But here, there is no bell and
you have to manage your time on your own. The units/subjects that we are taking are many and one must
read, so we must manage our time and know that you need to have your own drive and utilize your time
well'. [FGD6-P8].
'I can say Mechanical Engineering has taught me how to work in a team so that I can be effective in avoiding
conﬂicts or solving conﬂicts with other people. And…this is because when I go to attachments you will ﬁnd
people there who are skilled and others are not, and if you don't know how to relate with them, you will be
ﬁnding yourself in conﬂict. So if you got these skills you will be knowing how to avoid these conﬂicts and
how to tackle them when they come' [FGD2-P2].
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Resources and constraints for soft skills training
Interviews with TVET policymakers and technical
personnel shed further light on resource
requirements for soft skills training in TVET
institutions. Information provided revolved
around the status of human capital, ﬁnancial
capital and infrastructure and/or material
endowments, with inadequate resource
endowments noted as negatively affecting the
effective inculcation of WYD skills among TVET
students. This is also reﬂected in the study's
quantitative results where the multilevel
regression results showed that the environment
where the institution is located (county)
correlates with the students' WYD score. Low
WYD skills were evidenced in counties with
environments that could be described as
hardship, for whatever reason such as arid/semiarid areas like Garissa and Turkana, or with high
poverty levels like Kakamega. Moreover, it is
evident from the results that the adequacy of
equipment is to some extent associated with

TVET category though we found these two
variables have independent and signiﬁcant
correlations with WYD. In the case of
equipment, this could mean that there are more
opportunities to impart WYD skills in wellequipped institutions, perhaps because of the
motivating environment that is created by the
equipment availability. This echoes past work
(Rachel et al., 2016) which focused on vocational
education in Kenya that highlighted issues to do
with physical access, cost implications, and
infrastructural conditions of vocational
institutions. Similarly, this position is held by
related work in Kenya that called for material
and resource (curriculum, human and capital)
development of TVET institutions. The
interviewees thought that while there is
signiﬁcant progress in terms of the will to
improve particularly with regards to the
curriculum, there were still resource gaps that
hinder effective and efﬁcient training of soft skills
in TVET institutions.

'…the TVET curriculum is not very elaborate on soft skills because it is offered mainly as support courses and not really
emphasised so if emphasis could be high like for other technical courses, it will help. Besides, teachers are not
adequately trained on soft [skills] even when soft skills are included' [KII-R4]

However, some TVET institutions have made signiﬁcant efforts to provide requisite training
materials and infrastructure:
'For soft skills training for ICT, most TVET institutions have laboratories that were computer labs. The same
applies to business related courses and ﬁnancial literacy because we have units like the production units
where students are allowed to develop something and sell to fellow students.' The respondent further
highlighted that: 'there are institutions that offer hospitality. They have their own catering units where they
welcome both the students and outsiders to practice and showcase their talents, and this promotes
competitiveness among learners' [IDI-R2].

With regards to human capital, feedback from the respondents shows that development of TVET
staff members' capacity to align with the current labor requirements has been a challenge. This
means that staff, particularly instructors cannot deliver quality training because they themselves
lack the needed skills:
'In terms of human capital, the development of staff is a challenge. Technology is fast changing and those
people who are vested upon the powers to train if they don't keep abreast with changing technology, they
can fall off, and you will be surprised to ﬁnd this is common in many institutions. So you ﬁnd out that initially
some of us graduate without even knowing about how to operate computers and you expect students to be
taught computer skills'. The respondent added that, '…when it comes to delivering on ICT classes, you
have to be a bit compliant to enable you dispense the same skills'. Moreover, 'another type of resource in
terms of books are becoming obsolete very quickly but we have e-library, e-journals for the institutions and
we are allowed to subscribe as long as it does not take much of institution's money, but where is the gap?
The gap is few trainers having such needed skills' [IDI-R3].
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The above sentiment about human capital was echoed by another TVET technical staff member:
'…even the trainers who are currently handling the training of soft skills in the TVET institutions have not
undergone any capacity building so it looks like the human resource that we have is not well prepared for
the task. However, I am hesitant to say that in terms of communication skills we can adopt the content in
certain programs which require communication skills as part of them' [IDI-R4]

The ﬁnancial cost was also mentioned as a key barrier in relation to teaching soft skills to TVET
students:
'They [soft skills] could be available but again the cost of transferring them to students is a challenge
especially, when we are looking at the industry mentors, not unless in instances where they do it as a
corporate social responsibility then we can be able to do it but it is also a challenge to attract those people.
Besides, not all institutions have programs that have these sort of skills as their core courses. Soft skills are
also not uniformly taught across in the country so accessing the syllabus for that would mean extra
resources' [IDI-R1].

The responses in this section seem to highlight the view that an inadequate skillset among
instructors which is compounded by the lack of in-service instructors' training on WYD is a major
contributor to the insufﬁcient development of WYD skills in TVET institutions.
The adequacy and relevance of training resources
There were mixed views in relation to the adequacy and relevance of soft skills training in TVET
institutions. Some participants thought existing training resources were not adequate. This is
consistent with the Institute of Economic Affair's (2017) study ﬁndings on six TVET institutions in
two counties (Nakuru and Kajiado) in Kenya. The study found that majority of respondents
attending Kware Kapkwen (96%) and Ronga (93%) Polytechnics in Nakuru and Kajiado
respectively were dissatisﬁed with the resource levels in their institutions. They maintained that
the institutions did not have adequate workshops and classrooms for learning. Respondents in
two institutions (Nakuru and Njoro polytechnics) were 68% and 69% respectively dissatisﬁed with
the adequacy levels and kinds of resources available for learning in their institutions. Only two –
Molo and Barut polytechnics – had favourable levels of dissatisfaction (49%), though this is still
signiﬁcantly high. This negates the provision in Section 8 of the TVET regulations (Government of
Kenya, 2015) which states that, “an institution shall provide adequately equipped workshops or
laboratories, where these are required by the curriculum offered, and where the institution offers
courses regulated by professional bodies”. In the current TVET study, similar inadequacy of
resources was observed. The following excerpt supports this:
‘There is no standard that we are aware of that I can use to judge and conclude that what we have is relevant.
However, what we have I believe is relevant because it is actually helping the trainees achieve these life skills
but I don't think they are adequate' [KII-R3].
'There are books everywhere, and every TVET institution has a library where students can get resources
needed to sharpen their skills. However, such materials are in limited supply [for]t the number of students
that some of our institutions host' [KII-R8].
'They are relevant but slightly inadequate. Inadequacy comes in because we have the existing same
number of colleges (TVET institutions) that were there. They require more resources like teachers and books
as we get more students. We have motivated the students to come and train and we have even
removed/reduced the year and grade when someone qualiﬁed from form four. Anyone can come even
today. So, now to work well, we require more. We have to increase the resources that is why they become
inadequate. Plus other physical facilities in the institutions' [KII-R6].

TVET REPORT

79

Building Capabilities for Work and Life

A key stakeholder thought the same:
'On adequacy, no. They are not adequate at all. On relevance, I cannot tell because I have not gone through
deeper details of reading them (if they exist) to make a conclusion. To add on adequacy, there are more
students in TVETs, and many more are still joining beyond the capacity of TVETs. Facilities also remain for
long time despite the growing number of students. There is need for more funding to address the issue of
adequacy' [KII-R1].

Participants shared their thoughts about why soft skills development is not a big focus for
training in TVET:
'…I know there are books there that students who are outgoing can interact with to improve their soft skills.
For TVETs or those resources develop by TVET, I do not think they are there'. The respondent added that,
'you see, like the name suggests, they are TVETs, meaning technical so more emphasis is on technical
aspect and so it is understandable if soft skills are not covered…that does not mean soft skills are irrelevant
here' [KII-R7].

Government policy on assessment of soft skills
Interviews with key stakeholders about the government's position on the status of soft skills
development in TVETs highlighted that not all of them were aware of the government's
programs in assessing soft skills within these institutions. Some of the key stakeholders who were
aware of government interventions in the space shared on the deliberate effort to promote
WYD:
'Assessments seems to be having a paradigm shift from what we used to call supply driven to curriculum
driven. Our main concern is on competencies and here the competencies we are talking about include the
knowledge and also the attitude. You see, as I said, our main concern is a wholesome person, a person who
will be able to work, not just producing like a machine but also able to contribute to other social welfares of
the organisation employing him/her like in presenting, let us say, in seminars and other events. That means
one of the current government policies is competency-based education and training and this takes care of
soft skills.' [IDI-R3].

The above respondent's point resonates with the Kenyan Government's policy and/or call for
development of a curriculum that embodies WYD and provides guidelines for the assessment of
overall youth development (GoK, 2012a). Speciﬁcally, the policy advocates for the development
of entrepreneurial skills and competencies as well as technical skills. It further emphasises the
need to equip learners with appropriate competencies and values, knowledge, and skills to
enable learners to achieve their full potential, make well-informed life-long decisions, as well as
improve the quality of their lives.
The shift in government efforts was echoed by another key stakeholder (TVET policy-making
ofﬁcer):
'We roll out the competency-based education and training (CBET) programs and what will happen as part
of continuous assessment is that we would be able to assess these common units and basic units which have
soft skills components.'[IDI-R4]

However, some key stakeholders were aware of government policy but were vague on the detail:
‘I know of existence of a number of policies but I don't know the details of the position on soft skills. They
include: Education and Training Sector Gender Policy 2015; Education Policies on Trainees and Learners
with Disabilities; and Implementation Guidelines – Sector Policy for Learners with Disabilities. From my
point of view, assessment of soft skills is more or less non-existent, and if it were there, I haven't heard of it'
[KII-R7].
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During the interviews, it also became apparent that participants were more knowledgeable
about what was happening at the county level than at the national level:
'Well, I am not aware of a national government policy that concerns assessment of speciﬁcally these soft
skills although there could be. But what I can tell you at county level we have not yet developed such a
policy. But going forward in my opinion I think it is something that is important and required so we are going
to work on it. But currently, we are not aware of such from national government' [KII-R3].

This could be attributed to the fact that county government ofﬁcials interact with policy making
processes more often and hence are more aware of what could be going on.
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7 Conclusions and
implications
7.1 Conclusions
Equipping youth with skills and knowledge
that promote Whole Youth Development
(WYD) is critical for their success in the labor
market and in other private and social
spheres. TVETs, which play the role of
preparing young people to transition into
the labor market, are well-positioned to
promote WYD. With over half-a-million
young people joining the labor market
annually in Kenya, the need for WYD in TVET
is crucial. This APHRC TVET study sought to
explore the production of WYD skills and
core values in TVET institutions in Kenya.
These included academic skills, life skills,
core skills, and social-emotional skills. The
study surveyed and interviewed students in
TVET institutions, instructors, institutional
heads, TVET policy makers and other senior
technical personnel. This study concludes by
providing the following action points to key
TVET stakeholders.
TVETA and NITA to integrate TVET policy
frameworks and WYD in youth training
policies: TVET institutions follow policy
guidelines provided by relevant ministries
and government agencies. The study
highlights that career guidance policies
were well-established in TVET institutions to
guide students' career plans. However,
policies on sexual harassment, community
service, and safeguarding were less wellintegrated within the institutions, even
though these policies play key roles in
improving youth-community relationships
and well-being for WYD.
CDACC and KICD to integrate WYD in the
TVET curricula: Institutions that promoted
WYD generally focused on three types of
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skills: learning to learn, developing relational
skills and time management. In this regard,
students were provided with opportunities
to practice skills acquired in school at the
workplace through attachments. They also
learned to be aware of self and others, and
to work on time-bound tasks like exams and
assignments. There were fewer
opportunities to complete community
services, participate in debates and
presentations to sharpen communication
skills, or to review other students' work,
which can improve critical and creative
thinking skills. While there are good efforts
in promoting WYD, including the positive
steps being undertaken by the government
to review the curriculum, these activities
have not been fully explored to reﬂect the
changing and dynamic labor market.
Instructor trainers to improve the capacities
within TVET for the production of core
values and capabilities: On average, a vast
majority of the instructors (over 90%) felt that
they were well equipped in terms of
expertise to run the main courses they teach,
especially in technical skills. Those in NP felt
better equipped than their peers in TTI
and/or VTC. Overall, the level of training in
WYD skills among instructors was highest for
life skills (60.8%), followed by academic skills
(57.7%), then core values (57.2%) and lowest
for social-emotional skills (50.0%). There was
not much difference in these levels of
training among male and female instructors,
or among instructors in public and private
institutions. In general, the levels of
coverage for non-academic skills (e.g.
relationships, sexual and reproduction
health skills) were perceived to be lower than
those for academic/technical skills. It also
emerged that the TVET curriculum is not
detailed enough in terms of WYD
approaches which contributes to
inadequate training capacities within these
institutions.
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Key inﬂuencers of WYD in TVET including
TVETA, CDACC, NITA, KNEC, and KICD to
strategize on resourcing of under-equipped
TVET institutions: As far as key inﬂuencers of
WYD are concerned, instructors generally held
that student-speciﬁc factors such as gender and
religious afﬁliation were not barriers to acquiring
WYD. The key hindrances, especially in public
institutions are the lack of resources including
for example relevant machinery and materials,
and state-of-the-art workshops and
laboratories. National and county governments
are however currently investing heavily in TVET
institutions. While instructors were keen to
point out that learner characteristics and
facilities – resources like equipment for learning,
workshops, classrooms and stafﬁng – were key
inﬂuencers for WYD, students were more
concerned about acceptance among peers or
wider community. Students were primarily
motivated to acquire softs skills for WYD by the
need to improve their acceptability among
peers and community. Instructors were worried
about resource scarcity while students were
concerned about the negative consequences
of not having the soft skills in question. The
students held that soft skills were essential for
relationship management and problem-solving,
as well as for general social wellbeing and selfawareness.
TVET students to embrace WYD skills and see
them as a strategy to enhance their transition
to the labor market: Students' WYD capabilities
were assessed through their perceptions,
understanding, preferences and conﬁdence in
selected values and life skills. They were also
assessed on their functional literacy, functional
numeracy, and digital literacy. The students
considered themselves dependable, loyal,
open, and persistent. However, less than half
considered themselves trustworthy. The
students' digital literacy was much stronger
than their functional literacy and numeracy
skills. Male students, those in private
institutions and national polytechnics, and
students from better off households performed
best on these literacy tasks when compared to

their counterparts. In terms of subgroup
analysis, performance on the three skills
(functional numeracy, literacy and digital
learning) was generally better among male
students, those attending private institutions
(77%) or those in NPs (82%). Performance in life
skills and social-emotional skills improved with
level of the training course or program, and
with improved household SES, where the least
(69%) proportion of students correctly scoring
all the items belonging to the bottom 25% of
SES. This trend was also observed for
functional literacy and functional numeracy
skills, except that female students performed
better than male students in life skills and
social-emotional skills (77%). There was
essentially no difference in the performance of
ﬁrst and ﬁnal year students (74%), meaning that
the TVET institutions had minimal to no impact.
What do we learn from these ﬁndings?
The TVET system in Kenya has undertaken
commendable reforms as witnessed in the
formation of various TVET agencies, which is a
good step, although the emphasis remains on
how to manage the TVET sub-sector. While
these reforms provide a good opportunity to
integrate WYD in TVET, they are not explicit on
pathways through which core values and WYD
should be integrated into the frameworks
driving the National Vocational Certiﬁcate in
Education and Training, Competency Based
Education and Training, as well as the
Curriculum Development Assessment and
Certiﬁcation. It is evident from the current study
that Kenya's TVET system does not have a
deliberate approach to the production of core
values and WYD integration in its curriculum
delivery despite their importance in preparing
youth for the labor market. The inadequate
speciﬁcation, or lack of it, of how best core
values and WYD approaches should be
integrated in the curriculum delivery – perhaps
with the exception of life-skills programming at
institutional level – means that TVET institutions
deliver their services purely based on academic
and technical skills training goals.
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The current study brings to the fore the missed
opportunity for strong integration of core values
and WYD approaches in TVET delivery
frameworks which consequently limits the
extent to which these institutions can
meaningfully address young people's transition
to the workplace. The absence of a
comprehensive description of core values and
WYD in the TVET frameworks limits their
inclusion in qualiﬁcations, standards and the
curricula, meaning TVET institutions will hardly
practice them in their academic or technical
skills training delivery, assessment or reporting.
The national and county governments in Kenya
face a number of challenges related to
ﬁnancing quality and relevant TVET programs
and skills systems. One way to reduce the
impact of such challenges is the integration of
core values and WYD approaches in training
delivery and assessment practices with a view to
enhancing the quality of teaching and learning
that take place in TVET institutions. Arguably,
improving less-emphasised WYD skills and core
values such as creativity, critical thinking,
teamwork and collaboration, communication,
and problem-solving has the potential to
improve the quality of the much emphasized
academic and technical skills. That said, the
current study did conﬁrm the presence of some
core values and WYD skills in TVET institutions,
though there was no consistent and sustainable
system within them for the trainers to
continuously improve their skills in the delivery
of core values and WYD skills. The current study
therefore ﬁnds that, although a lot of efforts
have gone into job-skills production among the
youth, much remains to be done to ensure
TVET frameworks effectively develop the core
values and WYD skills that can effectively
enhance the transition from training institutions
to the workplace among the youth.

7.2 Implications of the ﬁndings for
policy, practice and research

promotion and production of WYD in the TVET
sub-sector needs improvement. TVETA and
NVCET in consultation with other key
stakeholders, such as industry, have a role to
play in developing effective strategies for WYD
in TVET institutions. Such strategies could
include strengthening core values and WYD in
curriculum implementation, assessment and
qualiﬁcation frameworks, strengthening the
capacity of TVET instructors to use WYD in their
teaching, and strengthening peer-to-peer
support among students.
Re-energizing collaboration with industry
through attachments, internships and
apprenticeships will help enhance the ability of
TVET to deliver their mandate. Additionally, the
machinery and facilities found on-campus
should complement those in workplaces. For
this to work well, institutions will have to
formalize relations with the private sector,
particularly those in urban centers as they are in
close proximity to industry. For those in settings
with limited opportunities such as rural areas,
institutions will need to partner with the
respective county governments as well as well
as small and medium size enterprises (SMEs) in
those jurisdictions to equip the youth with
desired WYD skills. This could be done through
a partnership between TVETA and the Micro
and Small Enterprise Authority in Kenya.
Practice
While the students had strong digital literacy,
they were generally weak in functional literacy
and numeracy, as well as in social-emotional
skills. Institutions could capitalize on the
students' digital literacy and promote the
acquisition of the weaker skills through
increased use of affordable digital technology
instead of traditional classroom settings. TVET
institutions could also consider more peer
support and team learning strategies, as well as
increased opportunities to practice the skills
required in workplaces through formalized
programs such as internships.

Policy
The results of this study indicate that the
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Improved integration of WYD into teaching
practices as well as the need for
professional development of instructors in
the teaching of these skills at TVET
institutions should be emphasized and
resourced (human and capital resources).
While it was clear that instructors felt that
the lack of adequate resources was a
hindrance, it may be over-optimistic to
expect such facilities in each institution in
the short-term due to budgetary
limitations. A more realistic scenario is for
the institutions and TVETA to train
instructors on adaptive techniques that
could help them optimize the utilization of
existing facilities.
Efforts to improve the levels of soft skills for
WYD among TVET students should pay
attention to the relatively low-scoring items
such as resourcefulness and interpersonal
skills.

Research
Further areas of research could explore the
quality of the aspects of WYD, for instance
entrepreneurship, communications and life
skills, which were observed in the TVET
institutions surveyed. This may help explain,
for example, why the observed preference
for social-emotional skills in TVET did not
differ between ﬁrst and ﬁnal year students. It
would also be useful to generate case
studies of institutions and students who
were found to be strong in WYD with a view
to understanding what it takes to champion
WYD in different contexts. Finally, future
studies should adopt a nationally
representative sample, and make more
observations such as instructional delivery
as well as assess instructors on WYD skills.
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