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Abstract 
Considered by policy-makers of the global South as a tool to fight youth unem-
ployment and alleviate poverty, Technical and Vocational Education and Training 
(TVET) has experienced resurgence in the course of the last decade. While aca-
demic research appears to focus on (macro-)economic effects of TVET and qual-
itative empirical research on micro-level effects of TVET participation is limited, 
this paper broadens the perspective on education and training by exploring the 
effects of TVET participation on overall well-being of youth from low socio-eco-
nomic backgrounds. This thesis bases its findings on indicative data derived from 
a field study conducted in late 2014 and encompassing personal interviews with 
graduates from the Don Bosco Technical Institute in Ashaiman, Ghana and em-
ployer representatives from the industry for data triangulation. 
  
Keywords: TVET, well-being, youth, Ghana, Don Bosco Technical Institute 
 
 

Zusammenfassung 
Von politischen Entscheidungsträgern im globalen Süden als ein Instrument zur 
Bekämpfung von Jugendarbeitslosigkeit und Armut wahrgenommen erlebt die 
berufliche Bildung seit einem Jahrzehnt eine Renaissance. Während die wissen-
schaftliche Forschung ihren Schwerpunkt auf die (makro)ökonomischen Effekte 
richtet und es kaum qualitative empirische Untersuchungen von Wirkungen einer 
Berufsbildungsteilnahme auf der Individualebene gibt, bietet diese Arbeit eine 
umfassende Perspektive auf berufliche Bildung durch die Untersuchung der Ef-
fekte einer Berufsbildungsteilnahme auf das allgemeine Wohlergehen Jugendli-
cher mit einem schwachen sozioökonomischen Hintergrund. Die Erkenntnisse 
dieser Arbeit basieren auf indikativen Daten einer Feldstudie, welche im Jahr 
2014 durchgeführt wurde, und auf persönlichen Interviews mit Berufsbildungsab-
solvent/innen des Don Bosco Technical Institute in Ashaiman, Ghana, und Ar-
beitgebervertretern aus der Industrie zwecks Datentriangulation fußt. 
 
Schlüsselwörter: Berufliche Bildung, Wohlergehen, Jugend, Ghana, Don Bosco 
Technical Institute 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 





 

 

 

Contents 

Figures 

Abbreviations 

Acknowledgement 

1. Introduction 

1.1. Background to the study and problem statement .....................................1 

1.2. Context: structures and challenges of TVET in Ghana .............................4 

1.3. Objectives and relevance of the study......................................................5 

1.4. Methodological approach .........................................................................6 

1.5. Structure of the thesis ..............................................................................7 

2. Theoretical framework ...............................................................................8 

2.1. Definitions and conceptualisations ...........................................................8 

2.1.1. Technical and Vocational Education and Training (TVET) ................. 8 

2.1.2. Human Well-Being ............................................................................. 9 

2.1.3. Young people from low socio-economic backgrounds ...................... 11 

2.2. Theoretical model ..................................................................................11 

2.2.1. TVET and human well-being ............................................................ 12 

2.2.2. Prerequisites for beneficial TVET ..................................................... 14 

2.2.3. Input from TVET evaluations ............................................................ 17 

2.3. Hypotheses: Assumed relations between TVET and well-being .............19 

3. Research design ......................................................................................20 

3.1. Case selection: TVET at the Don Bosco Technical Institute ...................20 

3.2. Sample(s) selection ...............................................................................23 

3.3. Method of empirical data collection ........................................................25 

3.4. Method of empirical data analysis ..........................................................26 

3.5. Operationalisation ..................................................................................27 

4. Analysis ....................................................................................................34 

4.1. Description of collected data ..................................................................34 

4.1.1. Background of interviewed TVET graduates .................................... 34 

4.1.2. Material well-being ........................................................................... 36 

4.1.3. Quality of education and training at the DBTI ................................... 37 

4.1.4. Employable skills ............................................................................. 39 

4.1.5. Adequacy of employment ................................................................. 39 

4.1.6. Non-material well-being ................................................................... 40 

4.2. Hypotheses-based analysis of data........................................................43 

4.2.1. Relation between TVET participation and material well-being .......... 43 



 

 

4.2.2. Links between TVET quality, employable skills and adequate 
employment ............................................................................................... 53 

4.2.3. Influence of TVET participation on non-material well-being .............. 64 

5. Conclusion ...............................................................................................71 

5.1. Key empirical findings ............................................................................71 

5.2. Theoretical and methodological reflections ............................................75 

5.3. Within a broader framework of analysis .................................................77 

5.4. Reflections on TVET cooperation and outlook .......................................79 

Bibliography ...................................................................................................82 

Annex: Overview of personal communications ...........................................94 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 

Figures 

 
Figure 2-1: Human well-being ..........................................................................10 

Figure 3-1: Hypothesis (1) – TVET and material well-being..............................30 

Figure 3-2: Hypothesis (2) – TVET quality, employable skills, and adequate 

employment .....................................................................................................32 

Figure 3-3: Hypothesis (3) – TVET and non-material well-being ......................34 

Figure 4-1: Changes in material well-being of TVET graduates ........................37 

Figure 4-2: Quality of TVET at the DBTI ...........................................................38 

Figure 4-3: Changes in the employable skills set of TVET graduates ...............39 

Figure 4-4: Adequacy of employment of TVET graduates ................................40 

Figure 4-5: Changes in physical well-being of TVET graduates .......................41 

Figure 4-6: Changes in social well-being of TVET graduates ...........................41 

Figure 4-7: Changes in security of TVET graduates .........................................42 

Figure 4-8: Changes in the freedom of choice and action of TVET graduates ..42 

Figure 4-9: Changes in non-material well-being of TVET graduates .................43 

  



 

 

Abbreviations 

 

BECE Basic Education Certificate Examination 
COTVET Council for Technical and Vocational Education and 

Training 
DAC Development Assistance Committee (of the Organisa-

tion for Economic Co-operation and Development) 
DBTI Don Bosco Technical Institute 
EED Evangelischer Entwicklungsdienst 
GBCE General Business Certificate Examination 
GES Ghana Education Service 
GHS New Ghanaian Cedi 
GIZ Deutsche Gesellschaft fuer Internationale Zusammenar-

beit 
GPRS Growth and Poverty Reduction Strategy 
HND Higher National Diploma 
ILO International Labour Organisation 
JHS Junior High School 
MDGs Millennium Development Goals 
NABPTEX National Board for Professional and Technician Exami-

nations 
NGO Non-Governmental Organisation 
NHIS National Health Insurance Scheme 
NVTI National Vocational Training Institute 
OECD Organisation for Economic Co-operation and Develop-

ment 
PISA Programme for International Student Assessment 
SHS Senior High School 
SME Small and Medium size Enterprises 
SSNIT Social Security and National Insurance Trust 
TEU Technical Exams Unit (of the Ghana Education Service) 
TVET Technical and Vocational Education and Training 
UN United Nations 
UNESCO United Nations Educational, Scientific and Cultural Or-

ganisation 
UNESCO-UNEVOC International Centre for Technical and Vocational Educa-

tion of the United Nations Educational, Scientific and Cul-
tural Organisation 

USD United States Dollar 
WAEC West African Examinations Council 
  



 

 

 

Acknowledgement 
 

The findings of this thesis are mainly drawn from a field study conducted in Ghana 
in the end of 2014. The author would like to extend her sincere appreciation to 
Don Bosco Mondo for establishing the contact with the provincialate of the Sale-
sians of Don Bosco in Ghana and for facilitating the research. A special thank 
you goes to the provincial, Father George Crisafulli, and the Salesians of Don 
Bosco in Ashaiman (foremost Father Piotr Wojnarowski, and Brother Guenter 
Meyer) for a warm welcome and hosting in Ghana during the research stay. The 
author extends her gratitude to the dedicated personnel of the Don Bosco Tech-
nical Institute (foremost Father Blamoh Harris and Sir Isaac Andaliga) for provid-
ing information and granting access to the field. Finally, the author would like to 
thank her interview partners. Without the effort and open-mindedness of 34 young 
Ghanaians, this research would not have been possible. 
 
The views expressed in this thesis are solely those of the author and should not 
be credited to any other person or organisation.  
 
 
 
 
 
 
 
 
 
 
 





Effects of TVET on the well-being of youth from low socio-economic backgrounds 
 

1 

1. Introduction 

 

The introduction is structured as follows: The first section delivers background 

information to the study of ‘Technical and Vocational Education and Training’ 
(TVET) and identifies the underlying problems which led to the interest in the topic 

under study and the establishment of this thesis (see Section 1.1). Section 1.2 

briefly elaborates on the research context, namely the case of education and 

training in Ghana. The subsequent section (1.3) lays down the objectives and 

relevance of this study and indicates the research question. What follows is the 

overall methodological approach of this study (see Section 1.4). The introduction 

concludes by indicating the structure of this thesis. 

1.1. Background to the study and problem statement 

Education has long been attributed a crucial role in international development 

cooperation and development policy. Human capital theory, the prevalent ap-

proach to education throughout the 1960s among policy makers and global finan-

cial players such as The World Bank, considered education an important factor 

of production (Tilak, 2002; Unterhalter, 2007). By imparting useful knowledge and 

skills to individuals it would increase their productivity and incomes, thereby con-

tributing to overall economic growth (see Becker, 1962). 

As one form of education, Technical and Vocational Education and Training has 

been ascribed particular relevance due to its alleged link with direct employability 

through practical skills acquisition on the micro level and productivity and eco-

nomic growth on the macro level (Freiburg, 2010). As a firm promoter of TVET 

for development, The World Bank’s first ever loan for education in 1963 was for 
the TVET sector. Programmes focused mainly on TVET infrastructure and the 

introduction of vocational elements in school curricula (Gough, 2012). However, 

in the 1990s the main contributor radically shed away from TVET due to “the high 
costs of vocationalization and the relative failure of school-based vocational pro-

grams to achieve their intended goals” (The World Bank, 1991, pp. 78). Rates of 

return studies supported this finding (Psacharopoulos, 1985). Particularly since 

the 1990 ‘Education for All’ conference, the worldwide international development 

agenda led by The World Bank changed their policy educational focus to primary 

education (Gough, 2012). 

Since the last decade, however, TVET has been granted renewed attention by 

policy makers in many countries of the global South. This trend is reflected not 

only in the amount of recent literature on TVET, led by international organisations 

such as the ‘International Labour Organisation’ (ILO) or the ‘United Nations Edu-

cational, Scientific and Cultural Organisation’ (UNESCO), but also in the estab-

lishment of new international organisations such as the UNESCO’s ‘International 
Centre for Technical and Vocational Education and Training’ (UNESCO-
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UNEVOC) inaugurated in 2002, as well as the rising number of conferences and 

policy frameworks established thereupon.  

One reason for is the unemployment rate among youth, which has been on the 

rise worldwide as a result mostly of the global financial crisis that began in 2008 

(Langthaler, 2013). The focus of the international development agenda on pri-

mary education, reinforced by the 2000 ‘Millennium Development Goals’ (MDGs), 
led to an increase in the number of primary school graduates, causing a rising 

demand for forms of secondary education which many countries could not satisfy. 

Various countries of the global South, amongst many states in Sub-Saharan Af-

rica, have integrated TVET into national educational policy frameworks or their 

poverty reduction strategies, based on the premise that TVET helps to fight youth 

unemployment, contributes to poverty reduction and engenders economic growth 

(Afeti, 2010; Palmer, 2007; Tilak, 2002). This in turn gave Western donor states 

increasing impetus for a renewed support of this sector of education. 

Under increasing political and public pressure for the legitimisation of develop-

ment spending since the beginning of the new century, a rethinking among the 

international donor community from a pure input and output focus towards an 

impact orientation of interventions was initiated (Bliss, 2007). A policy framework 

was created to address the issue of aid effectiveness, foremost the 2005 ‘Paris 
Declaration on Aid Effectiveness’1 (OECD, 2005). The 2008 ‘Accra Agenda for 

Action’ highlighted capacity development which many donor countries adopted in 

their development cooperation. Germany, for instance, increasingly supports ca-

pacity development in TVET through teacher training or consultancy in curricula 

reforms (Silvestrini and Stockmann, 2012).  

The international aid effectiveness debate has also led to the rising importance 

of assessing projects and programmes in the field of TVET through evaluations, 

mostly based on the principles set by the OECD’s ‘Development Assistance Com-

mittee’ (DAC) – ‘Relevance’2, ‘Effectiveness’3, ‘Efficiency’4, Impact’5, Sustainabil-

ity’6 (OECD, 2015). Many multilateral and state-funded TVET projects and pro-

grammes have been externally evaluated, and these have given indications 

about interventions which have proved most beneficial on all levels of analysis. 

They appear to point to one primary condition for a beneficial application of TVET: 

That TVET must reflect the needs of the labour market (Silvestrini and Stock-

mann, 2012). Only then can TVET fulfil its potential, reach its assumed outcomes, 

                                                     
1 The ‘Paris Declaration on Aid Effectiveness’ established the following key principles to improve develop-
ment cooperation: ownership, alignment, harmonisation, managing for results, and mutual accountability 
(Organisation for Economic Co-operation and Development (OECD, 2005). 
2 ‘Relevance’ indicates “[t]he extent to which the aid activity is suited to the priorities and policies of the target 
group, recipient and donor” (OECD, 2015). 
3 ‘Effectiveness’ is “[a] measure of the extent to which an aid activity attains its objectives” (OECD, 2015). 
4 ‘Efficiency’ “measures the outputs – qualitative and quantitative – in relation to the inputs” (OECD, 2015). 
5 ‘Impact’ denotes “[t]he positive and negative changes produced by a development intervention, directly or 
indirectly, intended or unintended. This involves the main impacts and effects resulting from the activity on 
the local social, economic, environmental and other development indicators” (OECD, 2015). 
6 ‘Sustainability’ “measures whether the benefits of an activity are likely to continue after donor funding has 
been withdrawn. Projects need to be environmentally as well as financially sustainable” (OECD, 2015). 
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and create impact. However, this requirement appears to be one of several which 

constitute a substantial challenge for many countries, particularly in Sub-Saharan 

Africa. 

The former Secretary General of the ‘Commonwealth Association of Polytechnics 

in Africa’ and a TVET consultant to the African Union, Afeti (2010, ix) explained 

the challenge of TVET in various African countries: 

Current training programmes in many countries are supply-driven. TVET pro-

grammes are very often not designed to meet observed or projected labour market 

demands. The emphasis appears to be on helping the unemployed to find jobs, with-

out any critical attempt to match training to available jobs. This situation has resulted 

in many vocational school graduates not finding jobs or finding themselves in jobs 

for which they have had no previous training. Non-targeted skills development is one 

of the major weaknesses of the TVET system in many African countries.  

In many African countries, tracer studies to track the labour market transition of 

graduates and gain valuable feedback on the quality of TVET and challenges 

faced appear to be largely absent. Feedback from graduates is crucial to improve 

TVET and make sure the training fits the need of the market. Many countries 

seem to have an unstructured and dispersed ‘system’ of TVET and lack a frame-
work for mutual recognition of qualifications which is crucial for gaining access to 

further education. Often, there is a lack of analyses on the TVET sector and the 

labour market (Afeti, 2010). Apart from evaluations, in particular for large state-

based TVET projects or programmes, there is not much empirical research or 

literature on the TVET sector or TVET provisions in African countries, and hardly 

any which builds on feedback from former students. 

The literature reflects a lively debate among researchers: formal school-based 

education and training are broadly criticised for being too theory-based, static and 

inflexible, unable to impart enough technical skills for the world of work (Singh, 

2009) and inaccessible to the poorest youth (Langer, 2013). Due to these deficits, 

and the fact that the primary destination of school leavers is the informal sector 

of the economy, some private or church organisations and state-based technical 

development cooperation have laid a focus on ‘non-formal’ (organised but non-

accredited learning) and/ or ‘informal’ (e.g. traditional apprenticeships) forms of 

TVET (Lohmar-Kuhnle, 1994; Overwien et al, 1999). The results of economic 

‘rates of return’ studies have pointed to this paradigm shift by indicating that em-

ployer-provided training appears to lead to higher returns than off-the-job training 

(Blundell et al, 1999). Although critical voices towards formal school-based TVET 

are widespread, empirical research and case studies on formal TVET provisions 

appears to be largely absent. 

Above all, there seems to be broad agreement in the literature and among policy 

makers on the possible effects of TVET from an economic point of view. Most 

projects or programmes in development cooperation in TVET aim at improving 

employability and employment at the micro-level, and promoting economic devel-

opment on the macro-level. However, this narrow focus on the economic 
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dimension of TVET does not reflect the paradigm shift in the international donor 

community since the 1990s. It furthermore ignores the rise of ‘Human Develop-
ment Theory’ and Amartya Sen’s (1985, 1992) ‘Capability Approach’, which both 
place the quality of human life above earnings and economic growth. In this re-

spect, a new strand of literature focuses on individual effects of TVET by taking 

account of non-economic benefits, primarily the acquisition of enhanced oppor-

tunities, freedoms and decision-making power.  

There is broad agreement among educational researchers that TVET has effects 

in addition to employability for the individual, and that the 2004 ‘Bonn Declaration 

on Learning for Work, Citizenship and Sustainability’ has indicated TVET’s po-
tential to “help improve the quality of life for all” (UNESCO-UNEVOC, 2004). Nev-

ertheless, there is no multi-dimensional exploration of TVET based on in-depth 

data from TVET participants. In addition, in evaluations or assessments, the out-

come on the individual level in regard to skills acquisition focuses primarily on 

cognitive and technical competences gained. In fact, the acquisition of non-cog-

nitive or soft skills in the course of TVET has not been well researched to date 

(Gutman and Schoon, 2013).  

1.2. Context: structures and challenges of TVET in Ghana 

Ghana has a youthful population: Around 57% are below the age of 25 (Central 

Intelligence Agency, 2015). Around 80 % of the working population among 15- to 

24-year-old youth are engaged in the informal sector of the economy (Tekuelve, 

2014). Privatisation reforms, trade liberalisation and a large currency depreciation 

have led to a significant job loss both in the public and the private sector in Ghana 

(Fu and Tu, 2013). Rates of investment and employment creation are low (Otoo 

et al, 2009). The unemployment rate of 15 to 24 year olds hovers at around 16% 

(Ghana Statistical Service, 2012).  

Ghanaian policy makers and governments have long emphasised the importance 

of TVET. The ‘Education Sector Programme’ (ESP) in place from 2003 to 2015 
was included in the government’s ‘Growth and Poverty Reduction Strategy’ 
(GPRS II), which emphasised the promotion of education and training and skills 

development. GPRS II follows an “employment-centred cross-sectoral develop-

ment strategy” for better job opportunities and enhanced private earnings (Re-

public of Ghana, 2005, GPRS II, Section 3.5, p. 39). TVET is lauded by Ghanaian 

policy makers based on the following assumption: 

[T]he provision of technical and vocational skills will have beneficial impacts on the 

poor – making them ‘employable’, equipping them with the skill and know-how to 

enter and/ or progress in self-employment and, ultimately, reducing poverty though 

raised incomes (Akabzaa et al, 2009a, p.3).  

TVET is considered capable of establishing the work force necessary for indus-

trial development and economic growth, as well as the realisation of Ghana’s 
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development plan and the ‘Vision 2020’7 (Ansah and Ernest, 2013). However, 

following Akabzaa and others (2009a, p. 3) the government’s optimistic view of 
TVET and alleged efforts to improve TVET are not evidence-based.  

Across Ghana, there are 181 public and private TVET institutes with a total en-

rolment of 61,496 youth. Other youth are trained informally through apprentice-

ships (Ministry of Education of the Republic of Ghana, 2013, p. 66). The TVET 

system is fragmented under different ministries, agencies and private providers 

(UNESCO International Bureau of Education, 2010). In 2006, the ‘Council for 
Technical and Vocational Education and Training’ (COTVET) was set to bring 

policy under one framework and make the sector more effective (COTVET, 

2014). Although COTVET seems to have improved coordination of supply, “[o]n 
the demand side, it will be important to better engage with the private sector and 

to collect more demand-side data” (Darvas and Palmer, 2014, p. 5).  

Much critique concerns the formal TVET system due to a low quality, low labour 

market relevance and low demand. Curricula are believed to be too theoretical 

and good teachers appear to be difficult to attract and maintain. It is widely held 

among young people that general education offers better chances for employ-

ment in the small formal sector of the economy which many would like to access 

(Darvas and Palmer, 2014, pp. 2-7). Employment rates of TVET graduates ap-

pear to be low (EU Energy Initiative, 2013). Following Darvas and Palmer (2014), 

there is insufficient industrial sector demand for skilled labour in Ghana.  

The literature points to the growing need for thorough research on TVET in 

Ghana. If there is no adequate data on the current system, how can TVET provi-

sions improve? How can the full potential of TVET to contribute to youth employ-

ment and poverty reduction be realized? Given that formal TVET seems to be 

under increasing criticism, there appears to be an increasing need to explore and 

evaluate formal school-based TVET provisions.  

1.3. Objectives and relevance of the study 

A study on TVET can be of great value and offer additional insights and infor-

mation. The increased relevance of TVET in international development coopera-

tion has raised interest in the respective TVET sectors of partner countries. Ex-

ploring TVET in Ghana is of particular relevance for countries like Germany or 

the United States, which partner with Ghana in the field of TVET. 

The international donor community places increasing importance on impact as-

sessments. However, apart from evaluations of donor-funded projects and pro-

grammes, many partner countries seem unwilling to properly assess whether 

TVET indeed leads to the expected results. This study contributes to evaluation 

and impact research by assessing the effects of education and training on the 

                                                     
7 The 1995 established “Vision 2020, originally entitled National Development Policy Framework, was a wide 
ranging, twenty five year perspective dedicated to the improvement of individual and social wellbeing”. It 
constitutes part of the Ghanaian framework for poverty reduction and foresees series of five-year develop-
ment plans (The World Bank, 2003, p. 1). 
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individual participant level. Above all, proper analyses of TVET capable of im-

proving TVET structures require input from individuals who have participated in 

TVET. In-depth and thorough information from TVET graduates help to under-

stand links existent on various levels between TVET and employability, employ-

ment and poverty reduction more deeply.  

Although positive relations between these variables seem to be largely accepted, 

this study provides an underlying line of reasoning and explore multi-variate links 

behind it. In addition, this study’s survey of the labour market transition and the 
industries where youth are employed provides insight into the situation of the la-

bour market, especially regarding the assumed gap between supply and demand. 

This paper does not provide a full-scale evaluation. Instead, it explores the out-

come-dimension of TVET and level of the individual in detail. The aim is to gain 

a thorough understanding of diverse effects of TVET participation on the individ-

ual, an approach and undertaking which is rather rare in evaluation of and re-

search on TVET. 

This research provides a perspective on TVET that differs from the traditional 

economic orientation prevalent among policy makers and scholars. It offers a ho-

listic and comprehensive view of TVET and explores possible effects of TVET 

participation on all dimensions of human well-being, comprising both material 

(e.g. economic) and non-material (e.g. social) dimensions. This approach reflects 

more recent developments in educational research endeavouring to analyse 

those elements which are on the whole not well researched and so far mostly 

lacking in empirical examination thereby broadening the mainstream perspective 

of TVET. This study collects qualitative data in order to provide an empirical basis 

for further research on this wider understanding of TVET.  

Taking the case of the Don Bosco Technical Institute (DBTI) in Ashaiman, Ghana, 

this thesis poses and explores the following research question: 

To what extent and how does participation in Technical and Vocational Education 
and Training positively impact on the well-being of young people from low socio-
economic backgrounds? 

By examining one registered and accredited provider of formal TVET in Ghana, 

namely the Don Bosco Technical Institute, this study contributes to the critical 

debate about school-based TVET. This study delivers input from TVET gradu-

ates, a group from which Ghanaian policy makers seem to lack insight. By focus-

ing on young people from low socio-economic backgrounds it adds a social di-

mension to the study of TVET – a perspective not well researched.  

1.4. Methodological approach 

The thesis uses deductive reasoning to explore the research question. To this 

end, a theoretical model is established from which hypotheses are developed for 

empirical testing (Diekmann, 2007). This methodology allows the exploration of 

a given theory and assumed relations between variables with the aim of proving, 
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disapproving or adding to it. Despite it being more commonly used in quantitative 

research, the deductive approach is conducive for this study as it allows for the 

investigation, testing and explanation of an assumed relationship between two 

variables, TVET participation and human well-being. This study does not aim at 

establishing theory but at in-depth exploring and empirically testing particular con-

ceptualisations (Flick, 2010a).  

In order to deliver the promised thorough and in-depth analysis of TVET and in-

dividual well-being, the research method used to explore the hypotheses is qual-

itative. A case study is proposed – TVET at the Don Bosco Technical Institute – 

from which one main sample composing TVET graduates and one sub-sample 

consisting of employer representatives are taken for empirical investigation. The 

latter sub-sample serves for data triangulation, i.e. adding to or validating data 

from the main sample (Flick, 2010b). The study focuses on the main sample. It 

does not strive to be representative, or to provide an impact analysis in a strict 

sense. The objective of the empirical research was to gain indicative data to ex-

plore context and in-depth relationships between two variables – TVET participa-

tion and individual well-being – on the basis of examples. 

Empirical data was collected over the course of a field study in Ghana in October 

and November, 2014. Personal communications, primarily in the form of personal 

interviews, were used as instruments of data collection. For the focus group, data 

from the main sample was transcribed and analysed by means of ‘qualitative con-
tent analysis’ (Mayring, 2009) which included the establishment of a ‘coding 
guideline’. For triangulation, data from the sub-sample was transcribed and field 

notes taken in the case of restricted recording to be then filtered and analysed 

according to the aspects relevant for the research question. 

1.5. Structure of the thesis 

This thesis is structured into five chapters. Chapter 1 introduces the thesis, al-

ludes to the background and relevance of the study, and lays down the research 

question and methodological approach (see previous sections). Chapter 2 out-

lines the theoretical and conceptual framework, based on a literature review. 

Chapter 2 consists of an analysis of the relation between TVET and individual 

well-being, a review of quality criteria for formal TVET, and valuable input of two 

cross-sectional evaluations of TVET projects funded by two German organisa-

tions. Chapter 3 explicates the research design for the empirical study. Chapter 

4 comprises the analysis of empirical data. The first part is the mainly statistical 

data description of the main sample (TVET graduates). What follows is the main 

body of hypotheses-testing, which integrates data of the sub-sample (employer 

representatives) for triangulation and input from the interviews with DBTI person-

nel for background information. Chapter 5 summarises and concludes this study, 

classing it into the broader discourse on TVET in international development co-

operation and highlighting areas of potential future research. 
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2. Theoretical framework 

 

A theoretical model is established. First, the definition and conceptualisation of 

the two main variables, TVET and well-being, are laid out as deduced from the 

literature. What follows is the backbone for the analysis, namely the theoretical 

model. This theorises on the assumed relationship between the independent var-

iable, TVET, and the dependent variable, well-being, with a reliance on relevant 

academic literature. Next, value criteria for successful TVET provisions are 

carved out to analyse an input-perspective of TVET. This is followed by a presen-

tation of the findings from cross-sectional evaluations, which serves to provide an 

empirical cross-validation and possibly complement of theoretical concepts of 

TVET quality and good practices. The hypotheses, guiding the analysis of the 

research question, are derived from this conceptual framework. 

2.1. Definitions and conceptualisations 

The following part clarifies the main concepts and variables of the research ques-

tion. First, it seeks to clarify the meaning of ‘Technical and Vocational Education 

and Training’, followed by a definition and conceptualisation of ‘human well-be-

ing’. Last, this chapter lays down an understanding of the term ‘young people 
from low socio-economic backgrounds’ to constitute the basis for the forthcoming 

theoretical model. 

    2.1.1. Technical and Vocational Education and Training (TVET) 

There is no universally accepted definition of TVET. This paper follows the broad 

definition of the UNESCO (2005, p. 7), i.e.: 

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. 

Therefore, TVET denotes a variety of “learning experiences which are relevant to 
the world of work” (UNESCO-UNEVOC, 2013a). 

A generally accepted distinction is between ‘formal’, ‘non-formal’ and ‘informal’ 
systems of TVET (Cardoso, 2009). ‘Formal’ TVET is generally acknowledged as 

“organised learning whose outcomes are accredited” (UNESCO-UNEVOC, 2006, 

p. 15) and refers to a “type of learning activity that takes place within traditional 

education centres” (Cardoso, 2009, p. 2054). ‘Non-formal’ denotes “organised 
activities within or outside the workplace which involve significant learning which 

is not accredited”, while ‘informal’ TVET is “less organised and less structured, 

and usually occurs outside educational institutions” (UNESCO-UNEVOC, 2006, 

p. 15). 
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The underlying objective of TVET is to impart knowledge and skills relevant for 

working life to its recipients (UNESCO-UNEVOC, 2013a). TVET can be provided 

by different actors. In addition to the public sector, NGOs or religious organisa-

tions have become major players in TVET provision worldwide. Offerings include 

a number of technical and vocational disciplines. Programmes can be offered at 

different levels within the educational system, although many formal TVET provi-

sions are part of secondary education schemes (Gamble, 2013, pp. 209). This 

paper explores one particular form of TVET, i.e. formal centre-based TVET on 

the level of secondary education aimed at young people from low socio-economic 

backgrounds. 

2.1.2. Human Well-Being 

Traditional neo-liberal and utilitarian approaches to well-being and poverty de-

fined and measured the concepts solely in economic and material terms. In these 

models, income constituted a proxy, thereby failing to capture the complex reality 

of well-being and poverty at the individual level (Tenaglia, 2010). More recent 

approaches offer richer conceptualisations of poverty and well-being in their 

multi-dimensional complexity. 

Well-being has been approached from diverse theoretical backgrounds. These 

include the human rights perspective (Universal Declaration of Human Rights, 

1948), the basic needs perception (Hamilton, 2003) and the widely accepted hu-

man development perspective (Human Development Index, 1990). The last per-

spective was strongly influenced by renowned economist Sen (1985, p. 200; 

1992, pp. 56, 92) who argued that “the central feature of well-being is the ability 

to achieve valuable functionings”, “beings” and “doings” which are of value to a 
person. Governments, international organisations and agencies today use multi-

dimensional conceptualisations of poverty and well-being, entailing a set of social 

indicators (Atkinson et al, 2002).  

This study uses a multi-dimensional understanding of well-being which aims to 

reflect the complexity of human well-being, depicting it in contrast to ill-being. In 

aiming to offer a conceptualisation most appropriately befitting the context of the 

group under study, this paper bases its understanding of well-being on a 1999 

field study termed ‘Voices of the Poor’. This study compiles the opinions and per-

spectives of over 20,000 poor people from 23 countries, among them the country 

of the case study, Ghana. It was conducted for The World Bank as background 

for the ‘World Development Report 2000/1: Attacking Poverty’. It constitutes the 

first comprehensive, qualitative research aimed at grasping the multidimension-

ality of poverty and well-being which is based on the voices of poor and margin-

alised people from a variety of countries, thereby taking account of socio-cultural 

context. People surveyed were from low socio-economic backgrounds and lived 

in slums or slum-like areas (Chambers et al, 2000). Due to the empirical base of 

the study, the type of group under study and the integration of Ghana into the 

research, this conceptualisation is used for this thesis. 
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Based on the high frequency of designation during the inquiry of the target group, 

the report distinguishes five interlinked dimensions of well-being: (1) material, (2) 

physical or bodily, (3) social, (4) security, and (5) freedom of choice and action 

(see Figure 2-1). Material well-being is broadly understood as “having enough” 
food, assets (savings and capital, access to consumer goods, housing) and work 

to make a living. Physical well-being encompasses health and access to health 

services, good physical appearance (body and clothing) and a healthy physical 

environment (not living in the ‘places of the poor’). Social well-being includes care 

of children, self-respect and dignity (living without being a burden to anyone, be-

ing listened to, and popularity) and good relations within the family (harmony, 

supporting each other), community and country. Security means predictability 

and safety and confidence in the future. Hence, it encompasses civil peace (ab-

sence of war and civil conflict), a physically safe and secure environment (no 

environmental threats or natural disasters, personal physical security, access to 

justice, security in old age) and confidence in the future. The last dimension, free-

dom of choice and action, entails the capability to make one’s own decisions, take 

action without constraint and the ability to help others (Chambers et al, 2000, pp. 

22-28).  

Figure 2-1: Human well-being (see Chalmers et al. 2000) 

 

 Own compilation 

Although TVET may not be directly targeted at all dimensions of human well-

being and may be focused on material well-being only, this study examines pos-

sible effects on all dimensions of well-being with a view to offering an all-encom-

passing analysis of both TVET and well-being. 

This study understands well-being as a procedural concept, meaning that well-

being does not constitute an end but can reach different states in its entirety and 

in its five dimensions. This approach is reflected in the setting of the hypotheses 

(see Section 2.3). 
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2.1.3. Young people from low socio-economic backgrounds 

In international development cooperation, the ‘United Nations’ (UN) have estab-

lished an age-based definition of youth which is broadly acknowledged. It defines 

youth as those individuals between the ages of 15 and 24 years (UN, 2004). The 

‘African Youth Charter’ defines youth as “every person between the ages of 15 

and 35 years” (African Union, 2006, ‘Definitions’). In line with the geographical 

context of the empirical research and taking into account that the form of educa-

tion under study can be gained at various ages, this thesis follows the latter defi-

nition of youth. 

This study examines a particular group of young people characterized by their 

family’s socio-economic status. The OECD’s worldwide ‘Programme for Interna-
tional Student Assessment’ (PISA) study defines socio-economic status on three 

variables: economic capital (financial resources), cultural capital (familiarity with 

high-status cultural practices), and social capital (available social network) 

(Turmo, 2004). Indexes usually contain data on parental education and occupa-

tional status and family wealth (Caró and Cortes, 2012). A thorough investigation 

of all parameters would have been beyond the scope of this thesis. 

Due to the topical and geographical proximity, this study bases its understanding 

of ‘youth from low socio-economic backgrounds’ on an empirical study which was 

conducted in the TVET sector in Ghana. Personnel and graduates from diverse 

Ghanaian TVET institutions have established a list of common characteristics of 

students from poor families. They referred to the following points: “insufficient 
money to buy food”, “low ability to pay training/practical fees”, “low ability to pay 

for their exams, “arriving late to school or being repeatedly absent”, “poor quality 
of clothing/ appearance/ foot wear”, “the need to work to pay fees” (Akabzaa et 
al, 2009a, p. 4). 

2.2. Theoretical model 

The theoretical model is based on subject-specific international literature from 

development research, reflecting the traditional economist point of view to TVET 

and well-being as well as opinions from sociologists and educational researchers 

dominating more recent discourses. This part also indicates a set of criteria of 

good-quality TVET which evolved from the literature, thereby adding an input per-

spective (in addition to the outcome dimension) which is relevant for the analysis. 

This section focuses on formal TVET in order to fit the premises of the empiric 

analysis. As this thesis explores elements of an evaluation, this part also includes 

the key findings of two cross-sectional evaluations in TVET cooperation by two 

German actors in development cooperation. Evaluations indicate the empiric for 

which reason they serve to prove (or add to) literature-based presumptions re-

garding possible effects and quality criteria of TVET. 
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2.2.1. TVET and human well-being 

Since the 1960s, education was broadly considered mainly as an important factor 

of production, thereby contributing to economic growth. On the micro-level, in-

vestments into education were regarded as a means to create earnings, thereby 

contributing to the reduction of poverty (Blaug, 1972; Tilak, 2002). Although 

macro-level effects could not be proved, rates of return calculations established 

a positive link on the micro-level, finding that individuals who undertook TVET 

earn more than those who do not (Blundell et al, 1999). A foremost economic 

view on education and TVET prevails in the academic literature and debate to 

date. 

In the 1970s and 1980s, the general meaning of education changed to focus in-

creasingly on the micro-level. The concept of education came to be perceived as 

offering more than an increase in income, namely an increase in the individual’s 
freedom, allowing for critical reflection and overcoming inequality (Tenaglia, 

2010). The ‘Capability approach’, brought forward by economist and philosopher 

Amartya Sen, has contributed to this development. Offering a micro-level analysis 

of education, it draws attention to the actual chances and freedoms (capabilities) 

people gain from education (Tikly, 2013). Following Sen (1992), the meaning of 

TVET should be broadened to emphasise the ability to expand people’s capabil-
ities, meaning their freedom to achieve what they value doing, which might in-

clude gaining a job, or food, or further education. The term ‘capabilities’ hence 

also denotes “the freedom and opportunities that individuals are provided with 
through TVET to convert whatever resources they may have at their disposal into 

achievements or outcomes of different kinds” (ibid, p. 19). The rise of the ‘Capa-

bility approach’ brought about a strand of academic literature, mostly from edu-

cational researchers, which surveys a wide range of competences gained from 

TVET. Following Tikly (2013, p. 18), 

the capabilities developed through TVET may include literacy and numeracy and 

the ability to apply basic scientific knowledge, but they are not reducible to these 

and may relate to a wider range of cognitive, affective and practical outcomes. 

In many TVET programmes, awareness of the potential of TVET to enhance a 

wide range of capabilities led to the inclusion of so called ‘life skills’. These em-

brace communication, teamwork, motivation, responsibility, training in reproduc-

tive health and violence prevention which shows that TVET is increasingly recog-

nised as a way of enhancing young people’s capability sets (Debrah-Karikari et 
al, 2013). It appears that in international development cooperation, TVET is also 

increasingly considered a driver of a range of non-economic effects on individual 

well-being. In conjunction with the rise of a broader meaning of poverty and well-

being, there also came about a broadened understanding of education and TVET. 

Following a 2012 German strategy paper, aside from economic factors, TVET 

may also increase social competences and strengthen personality (Federal Min-

istry for Economic Cooperation and Development, 2012). 



Effects of TVET on the well-being of youth from low socio-economic backgrounds 
 

13 

TVET is increasingly cherished for its contribution towards “enhancing the social 
and cultural capital needed for full participation in society” (Chakroun et al, 2015, 

p. 158). The German state player for technical development cooperation, 

Deutsche Gesellschaft fuer Internationale Zusammenarbeit (GIZ), has indicated 

that TVET leads to satisfaction resulting from the acquisition of skills, the estab-

lishment of social contacts, increased in-house reputation, and better health and 

safety (Erdle and Wolf, 2009). In a qualitative research study on TVET in Ghana, 

Akabzaa and others (2009b, p. 15) found that indeed “benefits of acquiring skills 
transcend economic remuneration”. They named “respect, confidence, family 
services, hope/vision for future” as additional benefits from TVET (ibid, p. 14). 

There is a wide consensus in the academic literature about the potential of TVET 

to bring various positive effects towards individual well-being (see Hayman et al, 
2007; Maclean and Wilson, 2009). Following the ‘Bonn Declaration on Learning 
for Work, Citizenship and Sustainability’, TVET can “help improve the quality of 
life for all” (UNESCO-UNEVOC, 2004, p. 1). 

As regards non-material well-being effects of TVET, some scholars have argued 

that these do not necessarily arise directly from educational inputs, but rather by 

means of intermediary pathways or variables, foremost employment or income 

(Heise and Meyer, 2004; Ong et al, 2006). The idea of the functional chain is the 

following: TVET participation leads to employment, which in turn raises earnings, 

which in turn enables a rise in other well-being effects (Hollander and Mar, 2009).  

Overall, what prevails in the academic literature and debate and what has been 

statistically verified is that, above all, TVET is meant to enhance employment 

capabilities. In order to meet its objectives, the literature points out that TVET 

should provide individuals with particular competences – employable skills. The 

ILO (2004, p. 3) has defined employable skills as 

skills, knowledge and competencies that enhance a worker’s ability to secure and 

retain a job, progress at work and cope with change, secure another job if he/she so 

wishes or has been laid off and enter more easily into the labour market at different 

periods of the life cycle.  

Though employability – the possibility to take up paid employment (Kraus, 2005) 

– is a dynamic concept and may relate to the changing demands of diverse labour 

markets, there is broad agreement in the academic literature on a set of employ-

able skills to be gained through TVET. The ILO (2013, p. 2) broadly distinguishes 

the following four categories of employable skills: ‘basic’/ ‘foundation’ skills, ‘vo-

cational’/ ‘technical’ skills, ‘professional’/ ‘personal’ skills, and ‘core work’ skills. 

Basic or foundation skills refer to literacy and numeracy, meaning language and 

computational skills. These often constitute a requirement for continuing educa-

tion and for obtaining technical skills. They may also include computer skills. Vo-

cational or technical skills comprise technical or trade-specific knowledge and 

skills, namely those skills “geared towards a specific occupation” (Burnett and 
Nayaram, 2012, iii).  
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Employable skills also include soft or non-cognitive attitudinal and behavioural 

skills, namely ‘personal skills’ and ‘core work skills’. Professional or personal skills 

include the personal work ethic - single-mindedness and discipline - as well as 

reliability, trustworthiness and honesty. Core work skills include learning to learn, 

communication – the capability “to gain understanding from others […] and to put 
across ideas clearly and effectively” –, teamwork – the “abilities necessary to op-
erate smoothly and efficiently within a group, including those related to both co-

operation and leadership” –, and the ability to solve problems – “analytical skills 
required to evaluate information or situations and decide on the most appropriate 

ways of addressing problems” (ILO, 2013, p. 2). 

In TVET research, employability refers to those skills associated with “developing 
personal characteristics, general competencies and specific vocational skills” 
(Maclean and Pavlova, 2013, p. 57). Based on the finding of six skills develop-

ment initiatives in Asia and Africa, the ‘Results for Development Institute’ (2013, 
p. 1) found that “(w)hile technical skills are valuable in helping youth secure jobs 
in the short term, the skills that employers value the most are cognitive and non-

cognitive”. Some scholars also refer to ‘entrepreneurial skills’ which include “an 
individual’s ability to turn ideas into action and […] therefore [constitute] a key 
competence for all, helping young people to be more creative and self-confident 

in whatever they undertake”, and further emphasise customer relations (Euro-

pean Commission, 2008, p. 7). By imparting employable skills, TVET is consid-

ered to have the potential to constitute a “vehicle of transition for individuals to 
the world of work” (Hollander and Mar, 2009, p. 42). However, there is no agree-

ment in the relevant literature about the best percentage-based allocation or hi-

erarchical order of different types of employable skills. This may well depend on 

contextual factors, such as the branch and industry or the overall labour market 

situation. 

2.2.2. Prerequisites for beneficial TVET 

In order to assure quality in TVET in the long-run, TVET institutions require track-

ing mechanisms for their graduates. These so-called tracer studies enable them 

to gain feedback, which can be used to consistently review TVET and enhance 

the quality of training. These studies also provide constant updates on the situa-

tion and requirements of the labour market, which if reflected in the TVET provi-

sions also enhance the likelihood of providing adequate TVET (Afeti, 2010). A 

mismatch between TVET and the needs of the labour market was one of the 

reasons why The World Bank in the 1990s turned away from TVET (ibid). To fulfil 

the main purpose of TVET, preparing individuals for the world of work, it ought to 

impart knowledge and skills on the trainees which are actually required on the 

labour market (Zelloth, 2014). Even the most skilled person may not find employ-

ment if there is no demand for acquired skills on the labour market.  

Though there can be no accepted standard model for TVET in international de-

velopment cooperation due to conceptual complexity, certain basic quality criteria 

necessary for TVET to convey employable skills can be derived from the 
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academic literature. Although quality of TVET is sometimes measured by formal 

qualification, and notwithstanding that a certificate may constitute a formal pre-

requisite for employment or enrolment in tertiary education (Colardyn, 2009; Veal, 

2009), this study emphasises input criteria. A certificate only depicts certain ele-

ments of employability and is thus limited. 

Quality of TVET is commonly measured by means of input variables, in particular 

curriculum and instructional quality (Veal, 2009). As the curriculum encompasses 

the framework of education and training, defining the content and scope of 

knowledge and skills transfer to be achieved, it is deemed to reflect the criteria of 

employability (see Section 2.2.1). Due to the importance thus inherent in the cur-

riculum, many development projects or programmes in the field of TVET focus on 

curriculum reforms and teacher training (see Dittrich, 2009). 

Formal TVET programmes are often criticised for their focus on theory, which is 

considered to deter students from gaining the technical skills required in the work-

place (Akplu and Amankrah, 2008). Practical training can be provided in school-

based workshops and requires adequate tools and equipment. Proximity of cur-

ricula to the workplace is largely considered the “‘golden wand’ of successful 

TVET” (Gamble, 2013, p. 206). 

Scholars largely agree on the necessity for students to gain practical work expe-

rience in their sector of training. Empirical and longitudinal studies endorse that 

work experience assists youths in elucidating their career ambitions and in finding 

employment after education (Zelloth, 2014, p. 278). A field study conducted for 

the ‘Ghana Education Service’ (GES) stresses that “industrial attachment 
schemes […] will enable students to identify and gain practical knowledge re-
quired for the workplace through hands-on experience in local organizations” 
(Dasmani, 2011, p. 67). In an OECD (2014, p. 56) paper, it is held that 

work-based learning [for example in the form of an internship] offers realistic experi-

ence and makes it easier to acquire practical skills on up-to-date equipment and 

through colleagues and supervisors familiar with the most recent technologies and 

working methods. Soft skills such as dealing with customers are also more effectively 

learnt in workplaces than in classrooms and simulated work environments. 

The report also refers to the role of an industrial attachment in gaining access to 

work. “In the workplace, employers get to know and assess trainees, who in turn 

get to know the workplace and the employer, providing both parties with valuable 

information that may lead to recruitment” (OECD, 2014, p. 56). Some pro-

grammes have integrated industrial attachments into their curricula (Tripney, 

2013) and put industrial liaison officers in place to enhance dialogue with the local 

industry (Darvas and Palmer, 2014). 

Taking into account that employability also comprises basic skills and that not all 

TVET students may have the same level of literacy and numeracy at the begin-

ning of TVET due to divergent time periods between basic education and TVET 

or different levels of primary education, and bearing in mind that these generic 
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skills (e.g. language skills, mathematics) may constitute requirements for entering 

into further education, scholars have suggested an integration of basic skills ac-

quisition into TVET programmes (OECD, 2014). The 2012 ‘Shanghai Consensus’ 
highlighted the importance of  

[l]ink[ing] TVET with general education to ensure flexible pathways at all levels and 

facilitate the progression of TVET learners to higher levels of education as part of 

lifelong learning strategies [which shall] provide young people with skills that are rel-

evant to the labour market, along with good levels of literacy and numeracy and 

transferable skills, values and attitudes (UNESCO, 2012, p. 9). 

Following the OECD Synthesis Report on TVET, “[b]asic skills are needed both 
for jobs and to support further learning” (2014, p. 110).  

With regard to quality, scholars have also raised attention to the need for ade-

quate facilities, including buildings, equipment and didactical material. Appropri-

ate buildings and classrooms are considered conducive to learning. “[H]aving ac-

cess to good facilities can motivate and empower students, and […] further […] 
the internal learning process of the student” (Inter-agency Group on TVET, 2012, 

p. 22). In the absence of sufficient material, there may be substantial deviation 

between what the curriculum dictates, what teachers teach and what trainees 

actually learn. The result for the trainee may be insufficient knowledge and skills, 

which in turn negatively impacts employability (Dasmani, 2011). 

There is a consensus in the literature that high-quality and effective TVET re-

quires instructional quality. Following Tikly (2013, p. 25), “[l]earning materials, 

however, do not work in isolation to enhance learning outcomes for different 

groups, but rather are dependent on and need to be compatible with teachers’ 
pedagogic practices, professional values and language proficiency(ies)”. In addi-
tion, TVET teachers are also required to have adequate subject knowledge and 

industry-based experience (Gamble, 2013).  

Many scholars put great emphasis on the role of entrepreneurship training as 

entrepreneurship “has become particularly important for TVET because self-em-

ployment and establishing one’s own business is a very realistic aspiration and 
sometimes the option with the greatest opportunities for a number of TVET learn-

ers” (Zelloth, 2014). The integration of entrepreneurship training into TVET pro-

grammes and curricula has been broadly recognized and adopted (Anarfi and 

Appiah, 2012). Some states such as the Republic of Ghana have officially recog-

nised the relevance of entrepreneurial skills for the promotion of small and me-

dium enterprises (SME) and economic development by incorporating entrepre-

neurship training into the national TVET curricula (Badawi, 2013).  

Some TVET interventions have also included activities designed to increase gen-

eral and broadly transferable skills in the course of TVET, such as communication 

or teamwork which are attached increasing importance by employers (Chinien et 
al, 2009). These skills are to be gained through the teaching curricula or by means 

of extra-curricular activities (Gutman and Schoon, 2013). The former approach 
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includes the creation of special subjects such as religious or moral education (in 

religion-based TVET provisions) or citizenship education, or may an integration 

of particular skills into regular subjects through use of a particular teaching 

method. The latter approach makes use of pro-social team-sports and cultural 

activities or academic clubs (Barber et al, 1999; Dittrich et al, 2014). While an 

over-involvement in activities is seen to negatively influence personal attitude, 

behaviour and educational outcomes, and while a bad implementation of such 

activities may lead to exclusion rather than team-spirit8 (e.g. exclusive club mem-

bership), participation in extra-curricular activities has been generally related to 

social development and academic success (Barber et al, 1999). Summing up 

some arguments, a field study which was conducted in Ghana and which ex-

plored the challenges for TVET graduates found that  

inadequate supply of instructional materials, large class sizes, inadequate training 

facilities, weak linkages with local industries for hands-on-experience for both in-

structors and trainees lead to ineffective and inefficient training of students […] 
[which brings] workplace challenges to the graduates” (Dasmani, 2011, p. 67). 

This literature review has summarised important quality criteria for formal TVET 

provision: adequate practical training during TVET, inclusion of an industrial at-

tachment, basic skills training, good facilities and equipment, qualified teachers, 

inclusion of entrepreneurship training, adequate offer of extra-curricular activities. 

This list constitutes an important basis of empirical research on the quality of 

TVET and therefore forms the basis for this thesis. However, neither is it exhaus-

tive nor does it take account of macro-economic and political contexts or exter-

nalities which may impact the quality or the outcome of TVET as such (Hayman, 

2007). Among others, external factors which may impact on the quality include 

such diverse factors as the economic status of companies where graduates un-

dergo their industrial attachment and the salary levels of TVET teachers. Addi-

tional variables influencing graduate employability include qualification systems, 

corruption or patronage on the meso-level or learner effort or family background 

on the micro-level (Renaud, 2009; UNESCO-UNEVOC, 2013b). 

2.2.3. Input from TVET evaluations  

Having identified features of good-quality TVET from the literature, there follows 

now an exploration of TVET evaluations in order to add a practical and empirical 

perspective to the preceding sections and underpin or add to the set of quality 

criteria. Evaluations aim at three basic objectives: learning, control and account-

ability. Results of evaluations shall be incorporated into the operative work in or-

der to steadily improve development cooperation in the respective field (Borr-

mann and Stockmann, 2009). Although the amount of publicly and privately 

funded TVET projects and programmes has increased within the last two or so 

decades in international development cooperation worldwide, there appears to 

be a limited supply of publicly available cross-sectional evaluations in the field of 

                                                     
8 For negative impacts of extra-curricular activities, see Barber and Eccles, 1999. 
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TVET. However, these cross-sectional studies are of particular significance when 

wanting to gain an overview of a particular sector in development cooperation. 

Based on the limited availability, this study exemplary explores the findings from 

two TVET evaluations – one for the German governmental organisation for tech-

nical development cooperation, Deutsche Gesellschaft fuer Internationale 
Zusammenarbeit9 (GIZ), and one for the German non-governmental organisation 

(NGO) Bread for the World – Protestant Development Service (BftW). On behalf 

of GIZ and by order of the BMZ, evaluators from the ‘Center for Evaluation’ (Ce-
val) have established a synthesis evaluation of the TVET sector entailing twelve 

(mostly ex-post) evaluations of projects implemented in Germany’s official part-

ner countries, among them Ghana, that were conducted in 2010 and 2011. Pro-

ject evaluation follows the OECD DAC criteria for evaluating development assis-

tance (see OECD, 1991). The majority of projects focused on reforming TVET 

structures in the partner countries and adapting them to meet the demands of the 

economy or the labour market, or on enhancing TVET infrastructure or manage-

ment. Projects were directed at either formal or non-formal TVET. Most projects 

focused on enhancing employability and targeted at marginalised or unemployed 

adolescents (Silvestrini and Stockmann, 2012). 

The evaluation synthesis indicated that ‘Relevance’ – “[t]he extent to which the 
aid activity [here: TVET] is suited to the priorities and policies of the target group, 

recipient and donor” (OECD, 2015) was achieved when qualifications on offer 

were demand-based, learning content matched the competency level of the tar-

get group, and institutions indicated conveyance competences. Projects were 

particularly relevant if practice-oriented, particularly by means of dual, coopera-

tive or internship-integrating TVET, and in cases with flexible content adaptations. 

Where an adaptation of the measures to the needs of the trainees and an incor-

poration of private sector enterprises into the measures had occurred, high ‘Ef-
fectiveness’ – “[a] measure of the extent to which an aid activity [here: TVET] 

attains its objectives” (OECD, 2015) – on the level of the target group was 

reached. The report identified effect mechanisms between enhanced TVET qual-

ity, better qualification and improved income possibilities for TVET participants. 

Qualified and engaged TVET personnel and adequate technical infrastructure 

contributed to the ‘Relevance’ of projects on the micro-level. The report empha-

sised that the achievement of objectives can be impaired by immanent and ex-

ternal factors such as political, social or economic conditions (Silvestrini and 

Stockmann, 2012). 

The synthesis report conducted by external consultants in 2010 for Bread for the 

World incorporates the results of evaluations of six formal, non-formal and infor-

mal TVET projects in four West African countries, including Ghana. The central 

objectives of the projects were employability and income and most of the projects 

targeted poor communities (Lange et al, 2010). Since the regional focus, the 

                                                     
9 Deutsche Gesellschaft fuer Internationale Zusammenarbeit translates to ‘German Corporation for Interna-
tional Cooperation’, however, there is no official translation. 
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micro-level of analysis and the target group resemble the case study of this the-

sis; this synthesis report is of particular relevance. 

The report identified employment and income as the pivotal drivers of TVET par-

ticipation for individuals in all projects. An integration of entrepreneurship and life 

skills training in the curriculum, exposure to practical work, qualified teachers, 

consultancy of the target group were indicated to have contributed to the rele-

vance and effectiveness of projects. Interestingly, the findings showed that TVET 

participation had helped youth to improve their status and social standing in both 

their family and their community. Concerning the outcome with regard to employ-

ability, it was indicated that 70% of young people had gained employment, of 

whom 60% worked in their field of training. The report considered these figures a 

positive accomplishment (Lange et al, 2010). The evaluation indicated that “[m]ar-
ket relevance and market linkage, i.e. learning the skills demanded in the market 

and being exposed to market realities are the most decisive factors for employ-

ment” (ibid, p. 90). It was reported that 64% of all workers were earning an income 

which covered no more than 50% of their basic needs, leaving most graduates 

still dependent on their parents’ support. The labour market situation was consid-
ered to have contributed to low income levels. The report criticised that TVET 

centres often offered a standard set of conventional courses, possibly contrib-

uting to market saturation. It was indicated that education providers had aligned 

their TVET offerings to societal rather than economic demand, negatively impact-

ing the project outcome (ibid). 

The findings of the evaluations reflect much of the debate in the literature on 

individual (economic) well-being effects of TVET participation and success crite-

ria of TVET. Both cross-sectional evaluations have emphasised the importance 

of needs-based and practice-oriented projects and the integration of local enter-

prises in order to guarantee employability after TVET participation. Meeting the 

demands of the labour market appeared to constitute a prerequisite for effective 

TVET, effective in this case meaning the achievement of a successful labour mar-

ket transition. The evaluations indicated that good quality had contributed to pos-

itive findings on the levels of ‘relevance’ and ‘effectiveness’. Certain quality fac-

tors were particularly emphasised reflecting most of the criteria named in the lit-

erature: practice-based training, instructional quality, technical infrastructure and 

entrepreneurship training. 

2.3. Hypotheses: Assumed relations between TVET and well- 
being 

Based on the theoretical framework, the thesis poses the following hypotheses: 

H1: If a young person takes part in a TVET course, it is likely that his or her 

material well-being will improve. 

H2: If the quality of TVET is good, it is likely that the graduate improves his or 

her employable skills which in turn enable him or her to find adequate em-

ployment. 
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H3: If a young person takes part in a TVET course, it is likely that his or her 

non-material well-being will improve. 

This study puts the individual into the forefront of analysis; hence, it approaches 

TVET from the micro-level. The first and third hypotheses assume an effect of 

TVET on different dimensions of individual well-being, thereby forming the basic 

frame of exploration. Based on the literature debate and the more recent percep-

tion that TVET also impacts on non-material forms of well-being (see Section 

2.2.1), this thesis explores material and non-material dimensions of well-being 

separately in two hypotheses. Non-material well-being refers to the dimensions 

of well-being previously laid out: physical, social, security, and freedom of choice 

and action (for definition of well-being, see Section 2.1.2).  

Relying on Sections 2.2.2 and 2.2.3, this study integrates an input dimension by 

proposing a relationship between good-quality TVET, the enhancement of em-

ployable skills and adequate employment in the second hypothesis.  

The concepts of material and non-material well-being, good-quality TVET and 

employable skills are based on the conceptualisation (see Sections 2.1.1, 2.1.2 

and 2.2.2) and are context-specifically operationalised (see Section 3.5). In the 

forthcoming operationalisation, the components of the hypotheses are broken 

down and indicators allocated in order to allow for a structured and elaborate 

examination of the proposed assumptions. 

3. Research design 

 

Following the theoretical framework, this chapter explicates the research design 

for the empirical study. It first alludes to the selection of the case (see Section 

3.1) and the sample (see Section 3.2) under study. What follows is an indication 

of the method and scope of empirical data collection (see Section 3.3). Section 

3.4 lays out the method of empirical data analysis and proceeds with an opera-

tionalisation of the theoretical concept (see Section 3.5). 

3.1. Case selection: TVET at the Don Bosco Technical Institute 

In order to explore and gain a thorough understanding of the assumed relation-

ship between TVET participation and individual well-being, this study uses a case 

study. A case study may explore, describe and explain a new field of research 

and define points of reference for further studies. The case study of this thesis 

examines the TVET sector in Ghana, focusing on one registered and accredited 

private institution – the Don Bosco Technical Institute (DBTI) in Ashaiman – which 

offers formal TVET. Based on the hypotheses set forth (see Section 2.3), the unit 

of investigation is individuals. The case study explores TVET graduates from the 

DBTI, meaning those persons who have participated in a TVET course at the 

DBTI and have gained the ‘Don Bosco attendance certificate’. 
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Although, the main focus of investigation is on TVET graduates, the field of in-

vestigation expands to include the labour market perspective. Employer repre-

sentatives, meaning decision-makers, of enterprises situated in the Greater Ac-

cra region are integrated into the case study for data triangulation. Triangulation 

comprises the combined investigation of a research object from diverse perspec-

tives with the aims of validation, generalisation or the attainment of additional 

findings. Data triangulation refers to the combination of data from diverse sources 

(Flick, 2010b, pp. 309-313). This method allows for the drawing of a broader pic-

ture of the empirical reality of labour market integration of TVET graduates by 

adding a second perspective, that of ultimate decision-makers. The case also 

integrates DBTI personnel to provide background information on the historical 

development of the institute, course structures and more. 

As this study aims at to explore individual well-being of youths from poor socio-

economic backgrounds, one reason for selecting the Don Bosco institution was 

its focus on youth from poor families. Ashaiman is generally known as the largest 

slum area of Ghana, and the Salesians particularly target children from low socio-

economic backgrounds (Harris, 2014, Annex). Even though the number of basic 

school graduates is high, TVET options are little (Stiftung Hilfswerk Deutscher 
Zahnaerzte fuer Lepra- und Notgebiete, 2013). Each year, between 100 and 120 

young individuals graduate from the DBTI and social demand appears to remain 

high. In this municipality of approximately 340,000 people, the DBTI is the largest 

and well-known TVET institution (Torresi, 2012). 

Traceability (suitability for a tracer study) and availability (continued residence in 

the area) of graduates and the consent and support of the study by the carrier of 

the facility were furthermore essential for the choice of this educational institution. 

Moreover, the Don Bosco Technical Institute offers diverse TVET courses, which 

allowed for research and learning on TVET graduates from different disciplines. 

Overall, this TVET provider was selected for the case study due to its suitability 

based on the conditions defined by the research question. 

The selected facility in Ashaiman is led by the Salesians of Don Bosco who be-

long to a congregation of the Catholic Church (Don Bosco Mondo, 2015a). 

Handed over to the Salesians by the arch diocese of Accra, the terrain of today’s 
Don Bosco Technical Institute was first and for many years used to teach youth 

from the largest slum area in Ghana, amongst them street children and school 

drop-outs, skills for employment. At this early stage, TVET offerings were non-

formal and training focused on practical aspects with the aim of self-employment. 

The location of the centre was selected in order to offer a large number of unem-

ployed poor youths from the nearby industrial area an opportunity to gain skills 

for employment. With the help of international donors and the order facilities were 

enlarged in response to the rising demand among youth in the Eastern suburbs 

of Accra (Harris, 2014, Annex). 

Over time, a TVET formalization process was rolled out. The technical subjects 

were formalised so that students could also take nationally accredited external 

examinations and receive an acknowledged technical certificate (first ‘National 
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Vocational Training Institute’ – NVTI – examinations Grades I and II, later also 

intermediate). Next to the respective trade-based subjects (so called electives) 

and practical workshop-based classes, TVET also entailed so called core courses 

– English language, mathematics, science and social studies. However, these 

were initially not graded. For many years, students were offered five two-year 

courses: ‘welding fabrication’, ‘air-conditioning and refrigeration’, ‘electrical’, 
‘electronics’ and ‘business/ secretarial’. In 2005, the course ‘auto mobile engi-
neering’ was introduced and the first two courses were terminated due to a fall in 
demand among the young people (Harris, 2014, Annex).  

Today, the Don Bosco Technical Institute offers young people aged 17 to 22 who 

have at least accomplished the ‘Basic Education Certificate Examination’ 
(BECE10) theoretical and practical education and training in the following trades: 

‘electrical installation’, ‘electronics’, ‘automobile engineering’, ‘business/ account-
ing’ and ‘business/ secretarial’ (Harris, 2014, Annex). In accordance with the na-

tional standard, all of these are three-year courses. Since accomplishment of the 

formalisation process in 2011, all subjects – whether elective11, practicals or 

core12 – have been formally assessed and adapted to the Ghana national quali-

fication framework, meaning that students undertake national examinations and 

obtain acknowledged certificates. This structural change means that young peo-

ple who graduated in the year 2011 belong to the first group to take higher-level 

national examinations with the goal of gaining ‘Certificate II’ of the ‘Technical Ex-
aminations Unit’ (TEU) of the ‘Ghana Education Service’ (GES) and ‘Certificate 

II’ of the ‘National Board for Professional and Technical Examinations’ 
(NABPTEX) or the ‘General Business Certificate Examination’ (GBCE) for ‘busi-
ness/ secretarial’ and business/accounting students respectively (DBTI, 2014). 

These certificates give access to tertiary education, while at the same time 

deemed for accessing the labour market (DBTI, 2014).  

At the DBTI students take internal and national examinations – the latter granting 

them nationally acknowledged certification. In the technical courses (‘electrical 
installation’, electronics, auto mobile engineering) students can get two national 

certificates13, business/ accounting offering one certificate14 and ‘business/ sec-
retarial’ offering up to five certificates15. In addition to the core and elective sub-

jects and practicals, the syllabi of all TVET courses include ‘religious and moral 

                                                     
10 In Ghana, Primary School lasts for six years, Junior High School for three years and Senior Secondary 
School for four years. At the end of Junior High School Form 3 (ninth grade), students can take the ‘Basic 
Education Certificate Examination’ (BECE). The BECE gives them admission into Secondary Schools and 
Technical Institutions (West African Examinations Council, 2015). 
11 For ‘automobile engineering’ the elective subjects are ‘engine technology’, ‘vehicle technology’, ‘technical 
drawing’ and ‘practicals’. For ‘electrical installation’ work the electives are ‘electrical and electronic princi-
ples’, ‘installation technology and regulations’, ‘technical drawing’ and ‘practicals’. For ‘business/ secretarial’ 
the electives are ‘office practice’, ‘shorthand’ and ‘typewriting’ (DBTI, 2014; Ministry of Education of the Re-
public of Ghana, 2010). 
12 All courses include the same core subjects: ‘English language’, ‘mathematics’, ‘science’ and ‘social stud-
ies’ (UNESCO International Bureau of Education, 2010, p. 12).  
13 ‘Electrical installation’, ‘electronics’, and ‘automobile engineering’ students can gain ‘Certificate II’ of the 
TEU and ‘Certificate II’ of the NABPTEX. 
14 ‘Business/ accounting’ students can gain the ‘General Business Certificate’. 
15 ‘Business/ secretarial’ students can get the ‘General Business Certificate’ and four NVTI certificates: ‘typ-
ist’, ‘stenographer’, ‘stenographer-secretary’, ‘private secretary’. 
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education’ as a subject, ‘entrepreneur training’, and ‘supervised industrial train-
ing/ work experience’ to be taken in the industry or in the institute’s production 
unit as compulsory components for all students (DBTI, 2014). 

Since recognition as an official TVET institute in 2011, the DBTI has been finan-

cially supported by the Ghanaian government, which fully covers the costs for 

staff and contributes to utility and training. The partnership with the government 

compels the DBTI to follow the national syllabus of the ‘Ministry of Education of 

the Republic of Ghana’, meaning it has to align tuition fees with the standard of 

national technical institutes. It also means that most students are assigned 

through a centralized mechanism, with the Salesians only reserving a limited pro-

portion from other application sources. However, since most of the students are 

from Ashaiman or nearby municipalities, the DBTI can rightly claim to have main-

tained its pro-poor focus (Harris, 2014, Annex). 

3.2. Sample(s) selection 

In order to test the hypotheses, empirical data was collected from one main sam-

ple and one sub-sample. The main sample constitutes a group of graduates from 

the DBTI whose inclusion in the sample was determined by their year of gradua-

tion and chosen TVET course. It comprises young people who graduated from 

the DBTI either in the year 2011 or the year 2013. Following the acknowledged 

standards of the ‘European Network for Quality Assurance in Vocational Educa-
tion and Training’ for individual impact assessment in the field of TVET, which 

calls for an investigation twelve to 36 months after the graduation (Galvão, 2009, 

p. 26), two time periods within this time frame were selected in order to allow for 

a comparison of timeframes and gain an insight on possible developments over 

time. Furthermore, the 2011 graduation year constitutes the first batch of students 

who undertook the higher national examination, including the core courses, which 

is relevant for reasons of comparability between the two graduation years.  

The selected TVET courses are ‘automobile engineering’, ‘electrical installation’, 
and ‘business/ secretarial’. The selection of the first two courses was based on 
the prospect for personal interviews with employer representatives of the respec-

tive industries, namely the automobile and the electrical industry. The ‘business/ 
secretarial’ course was selected because it is targeted specifically at female 
youth. Due to time and financial constraints, this study could not include all five 

TVET courses.  

Setting further conditions, e.g. regarding the acquisition of the national certifi-

cate(s), would have shown a palliated reality and would have excluded certain 

graduates from this sample. For this reason the only condition is the ‘Don Bosco 
attendance certificate’, which is issued upon graduation. This methodological ap-

proach makes it possible to detect whether well-being outcomes are diverse for 

graduates with different national certification sets. Above all, sample-membership 

was determined by the availability of updated contact information by the DBTI 

and the availability and consent of potential interview partners to take part in this 

empirical research. 
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The main sample includes 34 graduates from the Don Bosco Technical Institute 

between 21 and 28 years of age, of whom ten (29%) are female. It includes be-

tween five and seven interviewees per TVET course per graduation year. In gen-

eral, every year around twenty students graduate in each of the courses. The 

findings of this study thus represent about 25% of the respective population (one 

course in one graduation year). The sample only represents the views and indi-

vidual perceptions of a selected group of TVET graduates. 

Impact assessments and evaluations of development projects typically use ex-

perimental designs to determine whether an intervention or a measure has the 

intended effect on the target group. These designs establish experimental and 

control groups which are measured on the same variable in order to judge the 

effect of a particular intervention on the individual (Diekmann, 2007). However, 

this thesis is not designed as a scientific impact assessment. Instead, it aims to 

explore in-depth possible relations by means of examples and indicative data. 

Furthermore, due to logistical, resource and time constraints, the establishment 

of a control group was opted against. It would have been a challenge to find a 

group of young people at the same age and with the same pre-education who 

had not in any way furthered their education. Causal analysis seems to constitute 

a general challenge to impact research in education. In relation to this methodo-

logical challenge, Tenaglia (2010, slide 32) holds that: 

Methodologically, it is more difficult with TVET to separate skills training itself from 

other variables. For those who enter TVET already having some degree of educa-

tional attainment, it can be difficult to disaggregate the impact that formal education 

has compared to the impact that the training has had on outcomes (e.g. income). 

In addition to the main sample, a sub-sample was established constituting per-

sonnel from the companies employing DBTI graduates who are part of the main 

sample. As indicated, the reason for the establishment of a sub-sample is data 

triangulation, mostly to validate or add to the perspectives from the main sample. 

Data triangulation is useful to (at least partly) compensate methodological limita-

tions (i.e. absence of a control group) and to offer a holistic perspective on labour 

market integration of DBTI graduates (see Flick, 2010b). Due to time constraints 

and limited availability, this sub-sample comprises employer representatives from 

three companies that have taken in for attachment and recruited DBTI graduates 

from two TVET courses under study – ‘electrical installation’ and ‘automobile en-
gineering’. All companies are international enterprises which have their main hub 

and market abroad. They are players in the automobile, electronic and food in-

dustry. The names of these companies are not be named in this thesis upon ex-

plicit request by the interview partners. In lieu of available interview partners, the 

third TVET course under study, ‘business/ secretarial’, is not represented in this 

sub-sample. 
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3.3. Method of empirical data collection 

Empirical data was gained during a field study in Ghana conducted from October 

1st to November 30th, 2014. The data is based on a one-time collection and pre-

sents a snapshot. A field study was considered the best method of data collection, 

as it gives the observer insight into the natural environment of the group under 

study and allows for direct personal contact with the individuals, which may pos-

itively impact the quality of data (Diekmann, 2007). The selected timeframe of two 

months for data collection was considered appropriate to meet the aims of the 

empirical investigation. The specific point in time was coordinated with the local 

contact person and was based on immanent factors, such as school terms (for 

the availability of the contact person and DBTI personnel), as well as external 

factors, such as the climate (dry season to guarantee transportation). 

The method of data collection is qualitative. The author conducted personal one-

on-one interviews with 34 TVET graduates and three employer representatives, 

which lasted between 15 and 90 minutes depending on time available and the 

willingness and desire to communicate of the interview partner. Compared to 

quantitative instruments such as questionnaires, interviews allow direct commu-

nication and interaction, interposed questions for clarification, and the possibility 

to develop new questions. These in turn may generate deeper insights. Further-

more, interviews create qualitative data, which helps not only to show the rela-

tionship between two variables but also the rationales and explanations for it. 

Causal mechanisms between variables and the complexity of a subject can be 

better and more thoroughly examined by means of personal communication. The 

conducted interviews constitute the empirical basis and backbone of the study. 

The author of this thesis is aware of key disadvantages in using interviews for 

data collection, foremost the proclivity of interviews to subjective influence and 

bias. However, the method of interviews can nevertheless be considered the 

most appropriate way for data collection (Diekmann, 2007). 

In order to gain in-depth data on complex relationships and to understand the 

individual’s point of view, graduates were assured open dialogue and the possi-
bility of thorough self-expression through narrative interviews. Conceptualised by 

Schuetze (1983), a narrative interview constitutes an interview form which largely 

leaves to the interviewee the elaboration on the agreed interview topic while still 

eliciting delicate topics. The interview consists of three parts: (1) a broad opening 

question is posed asking the interviewee for the explanation of a process (narra-

tive stimulus) which is followed by a narrative or a monologue of the interviewee, 

(2) the interviewer demands explanation of points raised if unclear (immanent 
questions), (3) the interviewer asks a set of exmanent questions (guided inter-

view) which allow the interviewer to introduce new topics and gain information on 

relevant non-addressed issues (Kuesters, 2006, pp. 54-64). The interviewer pre-

pared a list of possible exmanent questions for the case that the interviewee did 

not refer to certain issues relevant for the research question. The list comprised 

a mix of open and closed semi-standardised questions, demanding for qualitative 

(e.g. perception of own standing in the family) and quantitative (e.g. amount of 

income) data. 
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This interview form is commonly used to display a process over time (Kuesters, 

2006), making it useful for this research given its aim of exploring individual well-

being over periods of time. Detecting a change in individual well-being requires 

information on the living situation of the individual before, during and after TVET 

participation. Narrative interviews enable the interviewer to gain information on 

different periods in time, including baseline information through retro perspective, 

which in turn contributes to mitigating methodological limitations and add signifi-

cance to indicated changes in well-being over time. 

Within the main sample, 27 interviews were held within the premises of the Don 
Bosco Technical Institute and seven at the interviewees’ workplaces. The in-

house interviews were conducted behind closed doors in a face-to-face setup 

which offered interviewees a calm and safe atmosphere to share their insights. 

For the workplace interviews, the atmosphere was not as tranquil since some 

interview were conducted during lunch breaks, hence interruptions by third per-

sons occurred which may have impacted on the quality of data gained. 

For the sub-sample and DBTI personnel semi-structured guided interviews were 

used. These types of interviews give the interview partner the opportunity to elab-

orate widely when wanted and the interviewer to gain required information. These 

interviews were also conducted in a one-on-one manner in order to allow for the 

sharing of non-secure content. After having conducted the interviews in Ghana, 

interview partners of the sub-sample were contacted by electronic mail for follow-

up questions and clarification. Hence, data sources from the sub-sample draw 

both from personal and electronic interviews.  

Upon consent of the interviewees, personal interviews were audio recorded. 

However, two interviews of the sub-sample were not recorded because permis-

sion was not granted. Instead, field notes were taken and reproduced in interview 

protocols. Although the interviewees’ consent to print and reference the personal 
communications was granted, the interviewer guaranteed anonymity to every 

speaker, which a few of them explicitly demanded. Subsequently, the interview 

partners of the main sample are cited as ‘graduate 1’ (to ‘graduate 34’), clustered 
according to the TVET course. The interviewees of the sub-sample are referred 

to as ‘company 1’ (to ‘company 3’). An overview of all conducted personal com-

munications can be found in the Annex. 

3.4. Method of empirical data analysis 

Following the collection of data, all recorded interviews were transcribed by 

means of the computer software F4. The literature has brought forward different 

types of transcription, depending foremost on the level of accuracy and exhaust-

iveness. This study has used a pragmatic form of transcription which followed 

simple standard orthography – oriented on written language – as data analysis 

targets at what has been said (content) and not on how something was said which 

would require more complex transcriptions (see Kowal and O’Connell, 2012). 
Emotional expressions, intonations or levels of sound were not noted in the 
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transcripts since they had no significance for analysis. Interviews were fully tran-

scribed.  

Data of the main sample was analysed by means of ‘qualitative content analysis’ 
following the renowned conception of Mayring (2009). Mayring distinguishes four 

techniques of ‘qualitative content analysis’ – ‘summarising content analysis’, ‘in-

ductive content analysis’, ‘expatiated content analysis’, and ‘structuring content 

analysis’16. This study used the fourth deductive technique – ‘structuring content 
analysis’ – because it permits filtering specific aspects from the data and struc-

turing it according to the underlying research interest. It sets structuring dimen-

sions developed from the theory and breaks them down into individual categories 

and sub-categories (ibid, pp. 471). Due to this method of data analysis (sub-)cat-

egories are not disjoint but were set in such a way that certain text passages were 

assigned diverse (sub-)categories. 

The structuring process was vitally refined through the establishment of a ‘coding 

guideline’ (Mayring, 2000, p. 6). A ‘coding guideline’ was established for the anal-
ysis of data collected from the main and largest sample, based on the categories 

set by the hypotheses and the operationalisation of the main concepts (forthcom-

ing Section). As intended, some definitions of the ‘coding guideline’ were revised 

in the course of the content analysis and adjusted according to the data which 

was due to the open interview type that allowed interviewees to bring forward 

their own definitions of categories. Sub-categories are mostly binary to lower the 

level of complexity and allow for a straightforward data allocation. Based on the 

‘coding guideline’, the interviews were analysed with the help of the data analysis 

computer programme MAXQDA. 

3.5. Operationalisation 

In order to test the hypotheses (see Section 2.3) used concepts have to be made 

empirically ‘detectable’. This part lays down the operationalisation – the allocation 

of observed facts or situations to a given conceptualisation (Esser et al, 2008) – 

which constitutes the basis for the more detailed ‘coding guideline’ and empirical 

analysis. This part is structured along the hypotheses (see Section 2.3). Based 

on the theoretical framework (see Chapter 2), the main and intermediate varia-

bles – TVET participation, enhanced material well-being, enhanced employable 

skills, adequate employment, and improved non-material well-being – are broken 

down and indicators assigned for assessment. As this study focuses on one par-

ticular societal group, namely young people from low socio-economic back-

grounds who completed TVET, the operationalisation is adapted to this particular 

group. 

Since this thesis explores whether (and how) an individual experienced positive 

changes or an improvement in individual well-being ‘dichotomous’ or ‘indicator’ 
variables – variables with only two categories or levels – are used, e.g. ‘enhanced 

employment situation’ or ‘non-enhanced employment situation’ (Pavetic, 2006). 

                                                     
16 For details about the four techniques of qualitative content analysis, see Mayring, 2009, pp. 468-474. 
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If an interview entails contrary statements for one indicator, e.g. certain state-

ments indicate an increased ability to take own decisions while others demon-

strate limited ability to take own decisions, the categories are weighted out and if 

no clear tendency evolves, the indicator is found ‘indistinct’. If the majority of in-

dicators are approved, the superordinate variable, e.g. material well-being, or the 

superordinate dimension, e.g. social-well-being, is considered approved. If the 

majority of indicators do not apply or are found indistinct, the superordinate vari-

able or dimension is considered non-approved. In an ideal scenario, every inter-

view produces exactly one statement for each indicator in order to generate clear-

cut applicability and outcomes. If an individual does not make reference to one 

indicator, the respective indicator is not be weighed or counted. An increase in 

overall well-being is detected if the majority of the five well-being dimensions are 

approved. 

For Hypothesis 1 and 3, the independent variable, ‘TVET participation’, is found 

if an individual has participated in a TVET course which is signified by the DBTI 

‘Certificate of Attendance’ that is handed to young people at the graduation. As 

previously indicated, this certificate constitutes the sole condition for interview 

participation. Adapted to the target group, the dependent variable of Hypothesis 

1, ‘enhanced material well-being’, is assessed by the following four indicators: 

‘improved employment situation’, ‘more financial means’, ‘enhanced ability to 

save’, and ‘better housing situation’ (see Figure 3-1). ‘Food’ or ‘food security’, one 
initial indicator of material well-being, is not be assessed as it is broadly consid-

ered a highly sensitive subject and methodologically difficult to assess. Compen-

sation is provided by assessing the financial situation of the individual which may 

also give indication about livelihood issues. 

An ‘enhanced employment situation’ is detected either if (1) an individual is em-

ployed17 at the time of the interview and was never employed prior to the TVET 

graduation, or (2) an individual who was employed prior to the TVET graduation 

finds himself or herself in a securer employment situation at the time of the inter-

view, meaning that the individual is either employed as a permanent worker or 

full employee, or has an employment contract for at least one year, or has been 

working for the same employer or contracting entity for at least one year (includ-

ing the time of industrial attachment if accomplished at the same work place). The 

assumption underlying this indicator is that basic education graduates can only 

find casual employment in the informal economy without job security, which stud-

ies have indicated (Baffour-Awuah, 2013). The conceptualisation of a more se-

cure employment is appropriated to the group under study – young first time ca-

reer starters with TVET qualification –for which reason a very basic or low stand-

ard of employment security was used (see Nyerere, 2009). If the individual does 

not explicitly mention any kind of pre-graduation employment, it is assumed that 

the individual was never employed before TVET graduation. 

                                                     
17 An individual is considered employed if engaged in any remunerated work, meaning “any economic activ-
ity performed […] that contributes to the economic production of goods and services” (Ghana Statistical 
Service, 2014, p. 5). Within the concept of employment, one can distinguish ‘paid employment’ from ‘self-
employment’ (see ILO, 2015).  
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‘Increased financial means’ is measured by income and detected if (1) an em-

ployed individual who was never employed before TVET graduation earns an 

own income at the time of the interview or (2) an employed individual who was 

employed before TVET graduation finds herself or herself in a better income sit-

uation at the time of the interview, meaning an amount above the Ghanaian daily 

minimum wage of six ‘New Ghanaian Cedi’ (GHS)18. If the individual does not 

explicitly mention any pre-graduation employment, it is assumed that the individ-

ual was never employed prior to TVET graduation. If the amount of income pre-

viously earned is not mentioned and taking into account that the amount of in-

come of a ‘Junior High School’ leaver is lower than that of post-basic education 

leavers (Palmer, 2005), it is assumed that an individual earning more than the 

daily minimum wage (e.g. 120 GHS per month in an five-day working week) is in 

a better income situation at the time of the interview, compared to the time prior 

to the completion of TVET. If the individual does not give indication of the number 

of working days per week, a regular five-day week is assumed. The daily mini-

mum wage (equivalent to 1.80 US Dollars - USD19) stands slightly above the in-

ternational poverty line of 1.25 USD per day. 

‘Enhanced ability to save’ is linked with employment. Based on the previous as-

sumptions and supposing that someone from a low socio-economic background 

who is not working is not able to save any money, ‘enhanced ability to save’ is 

detected if (1) an employed individual who was not employed prior to the TVET 

graduation saves any money or (2) an employed individual who was employed 

prior to the TVET graduation saves money on a regular basis, meaning the indi-

vidual saves part of every income gained. If the individual does not mention any 

kind of pre-graduation employment, it is assumed that the individual was never 

employed prior to TVET graduation; hence, the individual is considered to have 

an enhanced ability to save at the time of data collection. 

A ‘better housing situation’ is detected either if (1) the individual moved into an 

own or shared apartment after TVET graduation or (2) the individual has more 

personal space within the family’s or relatives’ house since TVET graduation, for 

instance on own room. The timeframes compared are pre-TVET and post-grad-

uation, which takes into account that youth stayed in the DBTI owned hostel dur-

ing the period of training. This indicator assumes that none of the individuals un-

der study stayed on their own before TVET graduation which is reasonable taking 

into their socio-economic background. Overall, ‘enhanced material well-being’ is 

detected if more indicators are approved than disapproved or indistinct. 

                                                     
18 Since 1 May 2014, the daily minimum wage in Ghana equals six Ghanaian cedi (WageIndicator Founda-
tion, 2015). 
19 Amount is based on the average exchange rate in the time of the field study (OANDA Corporation, 2015). 
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Figure 3-1: Hypothesis (1) – TVET and material well-being (see Chalmers et al. 2000) 

 

Own compilation 

Hypothesis 2 entails two main variables, ‘good TVET quality’ and ‘adequate em-
ployment’, and the intermediate variable ‘employable skills’ (see Figure 3-2). 

Based on the conceptualisation of TVET quality (see Section 2.2.2), ‘good quality 

TVET’ is determined by the following six indicators: ‘adequate time for practical 

work’, ‘industrial attachment’, ‘good teachers’, ‘adequate facilities’, ‘entrepreneur-
ship training’ and ‘adequate extra-curricular activities’. Based on the broad criti-

cism that the theoretical component is too high in formal TVET curricular, ‘ade-

quate time for practical work’ is detected if an individual has spent at least 50% 

of the time during TVET on practical work. The second indicator, ‘industrial at-
tachment’, is detected if the individual successfully accomplished an industrial 

attachment in the respective industry, for instance an ‘automobile engineering’ 
graduate completing an attachment at an automobile company. 

The indicator ‘good teachers’ is detected if the individual perceives his or her 

teachers at the TVET institution (1) to have adequate subject-specific knowledge 

and expertise, (2) to be committed to their work, (3) to be helpful and approach-

able to the students and/ or (4) to motivate students. If the individual indicates 

general contentedness the teachers, the indicator is approved. ‘Adequate facili-

ties’ are detected if the individual is satisfied with the facilities at the TVET insti-

tution which shows in (1) enough machines, tools and equipment for practical 

work, (2) enough didactical material, such as books, for theory classes and/ or 

(3) adequate spatial capacities, such as adequately sized class rooms or rooms 

for self-study. The indicator ‘entrepreneurship training’ is detected if the individual 

was offered (free of charge) and took part in entrepreneurship training during 

TVET. The last quality indicator, ‘adequate extra-curricular activities’, is detected 

if the individual was offered and took part in activities organised by the TVET 

institution that were not part of the curriculum, such as sporting or cultural activi-

ties, holding special posts, working groups, and/ or learning how to drive a car. 

Overall, ‘good TVET quality’ is detected if more indicators are approved than dis-

approved or indistinct. 

An individual is considered to have ‘enhanced employable skills’ if more of the 

following five indicators approve than disapprove or are found indistinct: ‘im-

proved basic skills’, ‘adequate technical skills’, ‘entrepreneurial skills, ‘enhanced 
personal skills’, and ‘enriched core work skills’. An ideal case for full employability 

would designate all five indicators. Since TVET at the DBTI foresees a period of 

industrial attachment, skills acquisition relates both to the time of institution-based 

training and the time of the industrial attachment, if accomplished. 
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Since the TVET institution under study provides English language and mathe-

matics as core courses, young people may further advance their literary and/ or 

numeracy skills during TVET. Computer literacy, also promoted by the DBTI 

through computer training, is also be included as a basic skill which seems rea-

sonable in the age of modern technology. In this context, ‘improved basic skills’ 
is detected if the individual gained (1) advanced English language skills (reading, 

writing and/ or speaking), (2) (enhanced) computer literacy and/ or (3) calculation 

skills during TVET. If an individual failed or successfully passed an exam or a 

course, it does not count because knowledge and skills may still be accumulated 

(or not) without passing an exam.  

‘Technical skills’ refer to the acquisition of trade-specific technical know-how and 

skills and the ability to practically apply these skills, for instance, an ‘automobile 
engineering’ graduate being able to repair a broken car or an ‘electrical installa-
tion’ graduate being able to detect an electricity fault or a ‘business/ secretarial’ 
graduate being able to type a letter or manage an office since the start of TVET. 

These ‘technical skills’ are considered adequate if the individual does not criticise 

or call into question the acquired skills, for instance, by stating that he or she is 

unable to practically apply the acquired know-how or by saying that not enough 

technical competences were gained. Critique implies that the indicator is disap-

proved. This indicator integrates the acquisition of ‘driving skills’, as these com-

petences may be relevant for employment in the automobile industry. 

‘Entrepreneurial skills’ are detected if since the start of TVET the individual gained 

knowledge (1) on business creation and running, (2) about the situation on the 

labour market and/ or (3) on customer relations – interaction with and handling of 

customers. Raised concern or critique concerning the acquisition of entrepre-

neurial skills implies that the indicator is disapproved. ‘Enhanced personal skills’ 
are detected if since the start of TVET the individual has experienced an increase 

in personal work ethic, meaning (1) a rise in single-mindedness, discipline and 

enthusiasm and/ or (2) reliability, trustworthiness and honesty. ‘Enriched core 

work skills’ are detected if since the start of TVET the individual has (1) learned 

how to learn, (2) gained better communication skills – listening and communi-

cating effectively and articulating own ideas, (3) gained teamwork and leadership 

skills – the ability to work in and/ or organise groups, interact with different indi-

viduals and convince others of own ideas, and treat individuals with the due re-

spect and/ or (4) gained the ability to solve problems – analysing a situation or 

problem and independently deciding on the most appropriate solution. Overall, 

‘enhanced employable skills’ are detected if more indicators are approved than 

disapproved or indistinct. 

Adapted to the target group, the following indicators constitute adequate employ-

ment in this context: ‘employment in the field of training’, ‘secure employment’, 
and ‘adequate income’. The first variable, ‘employment in the field of training’ is 

detected if either (1) the individual uses the TVET acquired skills and knowledge 

at his or her current workplace, (2) an ‘automobile engineering’ graduate is em-

ployed as a mechanic or a technician or engages in the (main) work mainly with 

motors, engines or machines, (3) an ‘electrical installation’ graduate is employed 
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as a technician or an engineer or engages in the (main) work mainly with elec-

tricity and electric installations, (4) a ‘business/ secretarial’ graduate is employed 

as a secretary or engages in the (main) work mainly with secretarial, receptionist 

or administrative duties.  

In this study, ‘secure employment’ is detected if the individual is either (1) em-

ployed as a permanent worker or full employee, (2) has an employment contract 

for at least one year or (3) has been working for one employer or contracting 

entity for at least one year at the time of the interview, including the time of indus-

trial attachment (if accomplished at the same work place). Adapted to the target 

group and concerning the fact that the graduates’ careers have just started, ade-
quate income is detected if higher than the national daily minimum wage (140 

GHS in a five-day working week). No indication of the number of working days 

translates to a five-day week. Overall, ‘adequate employment’ is detected if more 

indicators are approved than disapproved or indistinct. 

Figure 3-2: Hypothesis (2) – TVET quality, employable skills, and adequate em-
ployment 

 

Own compilation 

The dependent variable of Hypothesis 3 – enhanced non-material well-being – is 

divided into four dimensions, namely ‘improved physical well-being’, ‘enhanced 

social well-being’, ‘improved security’, and ‘greater freedom of choice and action’ 
(see Figure 3-3). The first dimension is assessed through the following indicators: 

‘improved health’ and ‘better access to health care’. This study does not take 

account of the sub-dimension ‘physical environment’, as a proper assessment 
would have required in-depth data on the living environment which would have 
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reasons of appropriateness. Taking into account the particular target group under 

study and referring to the World Youth Report 2003 (UN, 2004, pp. 99), ‘improved 

health’ is detected if the individual since the start of TVET has better health, men-

tally and/ or physically, which includes quitting unhealthy habits or behavioural 

risks. ‘Better access to health care’ is detected if (1) the individual has valid health 

insurance, for instance, being member of the ‘National Health Insurance Scheme’ 
(NHIS), which the individual did not have prior to staring TVET and/ or (2) the 

individual has access to health services at the work place. Overall ‘physical well-
being’ is detected if at least one of the indicators approves while the other is either 

not detected at all or indistinct. 
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‘Enhanced social well-being’, is assessed by ‘more self-respect and dignity’, ‘in-
creased self-confidence’ and ‘higher standing in the family’. The first variable is 

detected if the individual is financially independent which he or she was not prior 

to TVET graduation and does not feel like causing a burden to anyone, especially 

their family. The second indicator, ‘increased self-confidence’, is detected if the 

individual feels more self-confident at the time of the interview, than prior to the 

TVET course. A ‘higher standing in the family’ is detected if the individual is (1) 

more recognised and respected in the family which shows in being more listened 

to, consulted or involved in decision-making, or (2) has gained more responsibility 

within the family, for instance, in regard to financial contribution-making. Overall, 

‘enhanced social well-being’ is detected if more indicators are approved than dis-

approved or indistinct. 

The third dimension ‘improved security’ is assessed by the following indicators 

which concern individual safety: ‘feeling increasingly safe and secure’, ‘confi-
dence in the future’ and ‘secure employment’. ‘Civil peace’ and a ‘safe and secure 

environment’ were considered too difficult to properly assess. The first indicator, 

‘feeling increasingly safe and secure’, is detected if the individual feels that his or 

her life has become safer and securer since TVET graduation. It comprises per-

sonally assessed safety and security and is useful to detect grounds for perceived 

(in)security and (lacking) safety. ‘Confidence in the future’ is detected if (1) the 

individual has a clear vision of his or her future and a plan of how to reach his or 

her life goals, (2) the individual is convinced of his or her ability to always gain 

employment in the future, and/ or (3) the individual sees him- or herself in a higher 

working position in five years’ time. The last indicator, ‘secure employment’, is 

detected if the individual (1) is a permanent worker or full employee, (2) has an 

employment contract for at least one year or (3) has been working for the same 

employer or contracting entity for at least one year at the time of the interview, 

including the time of industrial attachment (if accomplished at the same com-

pany). If the individual is unemployed at the time of the interview, the last indicator 

is considered disapproved. Overall, ‘improved security’ is detected if more indi-

cators are approved than disapproved or indistinct. 

 ‘Greater freedom of choice and action’, is assessed by the indicators: ‘increased 

freedom in decision-making and action-taking’ and ‘support of family and/ or 
friends’. The first indicator is detected if since the start of TVET (1) the individual 

feels increasingly independent and free to take own decisions and actions, or (2) 

the individual feels closer to realising his or her goals in life, as opposed to prior 

TVET. The second indicator, ‘support of family and/ or friends’, is detected if the 

individual supports his or her family and/ or friends (1) technically with the skills 

and know-how acquired during TVET and/ or (2) financially or in kind. Overall, 

‘greater freedom of choice and action’ is detected if at least one of the indicators 

is approved, while the other is not disapproved. The variable is approved if more 

dimensions are approved than disapproved or indistinct. 
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Figure 3-3: Hypothesis (3) – TVET and non-material well-being (see Chalmers et al. 
2000) 

 

Own compilation 

4. Analysis 

 

The analysis is structured as follows: first, collected data from the main sample 

is described. Graphs are used for illustration. Data description is mostly based on 

counting frequencies; hence showing statistical findings. What follows is the main 

body of causal analysis and hypotheses testing. This part of the thesis is mainly, 

but not exclusively, based on the conducted interviews with TVET graduates 

(main sample) and employer representatives (sub-sample) for data triangulation. 

Data detected from the interviews with DBTI personnel are used for background 

information. It is important to take into account that the findings in Sections 4.1 

and 4.2 present a snapshot only, meaning that the findings reflect the individuals’ 
status quo at the given time of the interview. 

4.1. Description of collected data 

In the following part, the empirical data is described in order to gain a general 

overview on data quality and frequencies, which serves as an important prelimi-

nary for the analysis. After presenting a description of the background of the main 

sample, this part describes empirical data in quantitative terms, first unfolding the 

frequencies of the indicators for the dependent variable of the first hypothesis, 

‘material well-being’. Section 4.1.3 describes the findings for the sub-categories 

of the independent variable, ‘TVET quality’, followed by those of the intermediate 

variable, ‘employable skills’, and the dependent variable, ‘adequate employment’, 
for the second hypothesis. There follows data description of the dependent vari-

able, ‘non-material well-being’, of the third hypothesis. Figures (4-1 to 4-9) serve 

to better illustrate the findings. 

4.1.1. Background of interviewed TVET graduates 

This analysis includes 34 interviews conducted with former trainees from the Don 
Bosco Technical Institute in Ashaiman, Ghana. From the cohort who graduated 
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from the ‘business/ secretarial’ course. From the cohort who graduated in the 
year 2013, six adolescents took the ‘automobile engineering’ course, six partici-
pated in ‘electrical installation’ and five underwent the ‘business/ secretarial’ 
course. 74% were male, while 26% were female, all between twenty and thirty 

years of age (average age of 24). 

Graduates seemed to come from low socio-economic backgrounds. Their fami-

lies were typically large and often broken, with household income being provided 

by different family members. Parents in many cases were petty trader, shop own-

ers, or unemployed. Many explained that throughout their youth there had been 

phases of inadequate food supply. They described waiting for entire days, hun-

grily, for their parents in the hope that upon returning from work, their parents 

would bring food. This hope had not always been fulfilled. During TVET, many 

young people stayed with their relatives or with the new family of one of their 

parents. Many were not provided with food or money to buy lunch at the DBTI. 

One youth explained that a teacher once gave him money to buy food as a result 

of his bad appearance (Graduate 15, 2014). Some youth had to walk long dis-

tances to school due to a lack of money for public transport.  

Six adolescents indicated that they were working prior to starting TVET in order 

to raise money for the school fees, which their parents were unable to pay for. 

Others had to wait one or two years after their basic education before being able 

to start TVET due to a lack of parental financial resources. Several adolescents 

were working during TVET, and one of them had to drop out of school for a few 

months to work and gain money for the school fees before being able to return 

and resume the training. Some young people indicated that they were granted 

scholarships from the DBTI in order to be able to finish their training.  

The majority of interviewed individuals came from Ashaiman, which consists 

mostly of slums, or the municipalities surrounding it. Seven of them were from 

other regions in Ghana, such as the Ashanti, the Volta or the Western regions. 

They came to the Greater Accra region to gain education and training and they 

stayed with their relatives. At the time of the interview, all save one individual 

were living in and around Ashaiman. The sample appears to be largely illustrative 

of the type of youth who typically participate in TVET at the Don Bosco Technical 
Institute, and whom the training programme targets. The DBTI principal, Harris 

(2014), explained: “[O]ur founder is Saint John Bosco. And Saint John Bosco 
aims at young people, but young people who are poor. […] [T]he slum is here - 

Ashaiman, a huge slum, so that we are able to cater for those young people who 

are there”. He added: 

[I]n the second or third term we have difficulties collecting school fees from them 

because of their low economic background. They are also coming from really com-

plex social situations actually. […] Even you find that after school, when we give 

them long vacation, they want to stay here. They want to remain here because that 

environment is conducive for them. They go home, there is this poor living, the social 

and economic situation is difficult. But that is what Don Bosco is for - to try to help 

them - that is what we are for (ibid.).  
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4.1.2. Material well-being 

Of all 34 interviewed TVET graduates, five (15%) were not working at the time of 

the interview, while 29 (85%) were engaged in work. Six were either self-em-

ployed gaining contracts or subcontracts for work or casual workers while the 

majority of the remaining 24 workers were contract-based workers in companies. 

2011 graduates of all three TVET courses were engaged in work at the time of 

the interview. Out of the 2013 cohort, while all of the five ‘business/ secretarial’ 
graduates were employed, four out of six ‘electrical installation’ graduates and 
only half of all ‘automobile engineering’ graduates were working. Two ‘automobile 
engineering’ graduates were unemployed and one was still engaged in his indus-

trial attachment at the time of the interview. Of those two non-working ‘electrical 
installation’ graduates, one was continuing tertiary education. 

18 of the 29 working individuals did not indicate any type of employment before 

their graduation from the DBTI for which reason their employment situation at the 

time of the interview can be considered enhanced. Eleven individuals stated that 

they had already worked before their graduation. Most of them had been working 

before they started TVET, while six indicated that they were working during TVET. 

Nine among the eleven pre-graduation workers indicated that they pursued cas-

ual or temporary and mostly informal works before completing their training at the 

Don Bosco Technical Institute. Only one of these eight did not find himself in a 

better employment situation at the time of the interview, as he was still involved 

in casual work, while the others found themselves in more secure employment 

positions. Of the two pre-graduation workers who were previously employed in 

local companies, one stood in a better employment position, while the other was 

again involved in casual employment and had experienced no improvement in 

his employment situation. In total and following the conceptualisation, data gives 

indication that 27 of 34 individuals (79%) – all interviewed ‘business/ secretarial’ 
graduates, all 2011 ‘automobile engineering’ graduates and two of six from the 
respective 2013 cohort, and eight of eleven ‘electrical installation’ graduates – 

found themselves in a better employment situation at the time of the interview as 

opposed to prior to their graduation from the DBTI.  

All 29 working adolescents earned their own income at the time of the interview. 

As regards the financial situation of the interviewees, income of all those who 

were engaged in work at the time of the interview ranged widely from a few irreg-

ularly paid Ghanaian Cedi (GHS) to a monthly, regularly paid salary reaching up 

to 1,000 GHS (equivalent to 300 USD20). The average monthly income of those 

working was 410 GHS (123 USD). However, a discrepancy in average monthly 

incomes was detected between the three trades, as ‘automobile engineering’ 
graduates earned much more on average (637 GHS or 191 USD per month) than 

‘electrical installation’ graduates (452 GHS or 136 USD per month) and more than 

double of what ‘business/ secretarial’ graduates received (233 GHS or 70 USD 

per month). Incomes were higher for 2011 graduates of the TVET courses ‘auto 
                                                     
20 The amount equals the average currency exchange rate between 1 October and 30 November 2014, 
the period of data collection (OANDA Corporation, 2015). 
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mobile engineering’ and ‘business/ secretarial’ than for 2013 graduates. All those 
who worked before TVET earned more than the daily minimum wage of six GHS 

(1.80 USD), except for one graduate whose statement was unclear in this regard. 

Therefore, 28 workers seemed to have found themselves in a better income sit-

uation compared to the time before TVET graduation. The remaining five non-

working graduates could not be said to have attained a better income situation, 

as they did not earn their own income. 

22 working graduates made a statement concerning their ability to save. 86% 

indicated that they were saving money, while three stated that they were not able 

to save at all. 13 of those youths saving money (68%) gave no indication of pre-

graduation employment or of amounts of pre-TVET savings, meaning that they 

were considered to have attained a better saving situation at the time of the in-

terview. Five of the six who worked before starting TVET indicated that they were 

saving money on a regular basis. This implies that 53% of all individuals were in 

a better position to save than before. Nine individuals did not seem to have an 

enhanced ability to save today, with five among them unemployed. 

23 interviewees indicated no change of their housing situation since their TVET 

graduation. Eleven graduates were in a better housing situation at the time of the 

interview. They had either moved into an own or shared apartment, or had gained 

more personal space within the family’s or relatives’ home. 

The majority of individuals (68%) were found to have had an increased material 

well-being as opposed to prior to their graduation from the DBTI. Seven inter-

viewees (three ‘business/ secretarial’ graduates, three ‘electrical installation’ 
graduates and one ‘automobile engineering’ graduate) indicated absolute ap-
proval, meaning that all four indicators – enhanced employment situation, better 

income situation, enhanced ability to save, better housing situation – were ap-

proved. Seven interviews indicated an unchanged (or worse) status of material 

well-being and four were considered indistinct (see Figure 4-1). 

Figure 4-1: Changes in material well-being of TVET graduates 

 

Own compilation 
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graduates and one ‘electrical installation’ graduate – indicated that the practical 

component made up at least 50% of their education and training at the DBTI. 

Hence, it seems that the practical content was highest in the ‘business/ secretar-
ial’ course. 18 individuals reported that they spent less than half of their total 

hours during TVET for practicals. 27 graduates successfully accomplished an in-

dustrial attachment in the respective industries. Seven individuals never started 

an attachment and two individuals did not complete the industrial attachment 

which they had started. 

A remarkable majority of 29 individuals made favourable statements concerning 

their teachers at the Don Bosco Technical Institute. These centred mostly on the 

teachers’ motivation, commitment, helpfulness and approachability. Five gradu-
ates raised criticisms of their teachers, including inadequate time for questions or 

overriding pressure on performance. Twelve graduates (35%) attested to good 

facilities, while 22 individuals (65%) were at least partly discontented and added 

critical statements. These often related to an inadequate quantity of tools, equip-

ment and machines for practical applications.  

19 individuals made statements concerning extra-curricular activities, out of 

which 13 made positive references, praising the variety of activities, emphasising 

sports, cultural and educational offers, or the awarding of special posts, such as 

that of class prefect. Three interviewees indicated complete discontent with the 

extra-curricular activities, while three others were indistinct. 59% explicitly indi-

cated their participation in entrepreneurship training at the DBTI. 

Taking into account all six indicators for assessing the quality of TVET, 76% at-

tested to a good overall quality of education and training. Five interviewees indi-

cated signs of both good and poor quality, hence they were considered indistinct. 

Three individuals testified to insufficient quality. Overall, findings show that indi-

viduals who graduated in the year 2011 appeared more content with the quality 

of TVET than their 2013 peers (see Figure 4-2). 

Figure 4-2: Quality of TVET at the DBTI 

 

Own compilation 
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4.1.4. Employable skills 

Seven individuals stated that their TVET participation had led to an increase in 

basic skills, mostly in terms of language skills or computer literacy. 74% have 

gained adequate trade-related technical knowledge and skills. Among them all 

ten interviewed ‘business/ secretarial’ graduates, 45% ‘electrical installation’ 
graduates and 77% ‘automobile engineering’ graduates. In total, 21% indicated 

not to have gained adequate skills, either due to a lack of opportunities for prac-

tical application or a general lack of practical skills achievement during TVET. 18 

youths (53%) emphasised the acquisition of entrepreneurial skills. 

Out of the 24 interviewees who made a statement concerning their professional 

or personal competencies, 23 (96%) showed an increase in personal skills while 

one individual indicated an indistinct result regarding his work ethic. All of the 32 

interviewees who made a statement regarding their core work skills indicated a 

rise. In total, 31 adolescents were found to have improved their employable skills 

throughout the period of training and/ or industrial attachment. Three interviews 

showed indistinct results, while one interview clearly showed no enhancement of 

employable skills (see Figure 4-3). 

Figure 4-3: Changes in the employable skills set of TVET graduates 

 

Own compilation 
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ates, two ‘automobile engineering’ graduates were working in divergent fields. 23 
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security. While one 2011 graduate stood in a secure employment position at the 

time of the interview, 15 graduates had considerably secure employment. Seven 

individuals were in insecure employment positions, mostly due to being engaged 
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have had adequate employment at the time of the interview, among them all in-

terviewed ‘business/ secretarial’ graduates, eight of eleven (73%) ‘electrical in-
stallation’ graduates and six of thirteen (46%) ‘automobile engineering’ gradu-

ates. Three individuals were in inadequate working situations and two were indis-

tinct at the time of the interview (see Figure 4-4). 

Figure 4-4: Adequacy of employment of TVET graduates 

 

Own compilation 
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ity of young people stated that the situation of their health had not changed, while 
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a tendency and three individuals did not make any relevant statement during the 

interview (see Figure 4-5). 
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Figure 4-5: Changes in physical well-being of TVET graduates 

 

Own compilation 

As regards the second dimension, i.e. ‘social well-being’, half of all individuals 
revealed that they had gained more self-respect and dignity since TVET gradua-

tion because they were no longer financially dependent on their family or relatives 

and felt an increased independence. Only seven indicated that they were still 

dependent on external support for their living. Increased self-confidence was 

clearly detected in 28 interviews (82 % of the entire sample). 22 interviews dis-

closed a higher standing in the family since TVET graduation, defined as gaining 

more recognition and/ or respect from family members, or feeling more listened 

to and involved in decision-making, or having gained more responsibility within 

the family. Only one individual indicated that his standing in the family had re-

mained unchanged. In total, 31 individuals (91% of the entire sample) were con-

sidered to have had an enhanced social well-being at the time of the interview, 

compared to pre-TVET times (see Figure 4-6). 

Figure 4-6: Changes in social well-being of TVET graduates 

 

Own compilation 
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employment by a single employer. Based on the criteria mentioned above, seven 

youths were considered to be in insecure employment situations. The six remain-

ing workers did not make any statement concerning their formal working condi-

tions. In total, 26 individuals were found to have attained an improved security at 

the time of the interview. Five interviews were indistinct and only three interview-

ees were regarded to have had an unchanged (or worse) status of security at the 

time of the interview (see Figure 4-7). 

Figure 4-7: Changes in security of TVET graduates 

 

Own compilation 

Concerning the last dimension of non-material well-being, i.e. ‘freedom of choice 
and action’, the answers with regard to the first indicator – ‘increased ability to 
take own decisions’ – were not clear-cut in many cases. Only 14 interviewees 

(41%) clearly stated that they had attained this. 15 interviewees (44%) showed 

traces of an enhanced decision-making ability, while on the other side indicating 

constraints to actually acting out on decisions made. Five individuals were entirely 

pessimistic regarding their ability to make their own decisions at present. To 

these, constraints outweighed their actual abilities. Considering the second indi-

cator, 24 of the 25 individuals who made a relevant statement indicated that they 

helped their friends and/ or their families either financially and/ or with technical 

skills. In total, at the time of the interview, 25 interviewees (74%) were considered 

to have attained a greater decision-making ability since their graduation from the 

DBTI. However, it must be taken into account that this dimension was only de-

tected on two indicators, and that only ten interviewees showed approval for both 

indicators (see Figure 4-8).  

Figure 4-8: Changes in the freedom of choice and action of TVET graduates 

 

Own compilation 
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Out of the entire sample, 27 individuals (79%) showed indication of an increased 

non-material well-being, as compared to the time before starting TVET. Only five 

interviewees – four ‘electrical installation’ and one ‘business/ secretarial’ gradu-
ate(s) – indicated approval of all four indicators. Five (15%) were considered in-

distinct and four (12%) did not experience an overall improvement of non-material 

well-being (see Figure 4-9). 

Figure 4-9: Changes in non-material well-being of TVET graduates 

 

Own compilation 
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who owned a shop. For them, work seemed to be mostly informal in nature. An 

‘electrical installation’ graduate held: 

Sometimes a friend of mine will get the opportunity to have a job like installation – 

how to install rooms and these things – and I go and assist the fellow. Moreover, too, 

I am having a friend who I completed with, that is [name 2]. He did the attachment at 

[name of company 34], so sometimes they are recalling him for some sub-contracts. 

So sometimes we have the opportunity to go there to get some work to do one or 

two things to get ourselves busy. And that is what I am depending on for now (Grad-

uate 4, 2014). 

Eight workers were engaged in casual or informal work before they completed 

TVET, whereas they were on a one-year contract or had been working for one 

employer for more than one year. On these grounds, they were held to stand in 

enhanced employment positions. This finding proves the underlying assumption 

that individuals with no higher educational attainment than the BECE (basic edu-

cation) usually find casual and informal work only – if at all. Moreover, this finding 

indicated a trend towards a formalisation of employment after TVET graduation, 

illustrated by the example of an ‘automobile engineering’ graduate: 

Before that time [at the DBTI], after 2003, I wanted to continue school but resources 

and the finance was not there for one to push. So, I had to go to stores to sell for 

people. There is this communication network business, like a phone centre, like a 

phone booth, so like I am the vendor to someone who comes to me to make a call 

[…]. Verbally, I told myself: when I finish the practical training, I would love to go and 
do it at [name of company 3] Ghana. So, I had the opportunity to go there, go there 

for attachment. […] And they decided to give us a one year contract (Graduate 22, 

2014). 

Interestingly, 67% who had already worked during TVET were now engaged in 

their respective technical field. Namely, two ‘automobile engineering’ students 
worked in automobile roadside garages, while one ‘electrical installation’ student 
had started working for a contractor and another one was engaged in a field-

related technical job initiated by his teacher (Graduate 2, 2014; Graduate 5, 2014; 

Graduate 22, 2014; Graduate 25, 2014). Since all of them had begun their re-

spective TVET-related employment after the first or second year of TVET, one 

can assume that the skills gained at the DBTI granted them access to work. 

Hence, this finding can also be interpreted as a sign of TVET’s quality. 

Data shows that 27 individuals found themselves in a better employment situation 

at the time of the interview, compared to the time before their graduation from the 

DBTI. Acknowledging that a causal relation between TVET participation and a 

better employment situation cannot be drawn with certainty due to a variety of 

third variables, a look at the process of labour market transition of these 27 work-

ers and challenges faced by those unemployed allows for a more precise analysis 

of the relation between variables. 
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The interviews have portended certain recurring trajectories to employment. One 

such path is through industrial attachment. Though not compulsory for gradua-

tion, it constitutes an integral and formal component of the curricula. Strikingly, 

out of all 26 youths who completed an industrial attachment, 25 were employed. 

Of these, 15 were recruited after the accomplishment of the attachment and had 

held employment ever since. This finding clearly suggests a successful labour 

market transition based on industrial attachment. During the attachment, individ-

uals had had the possibility to demonstrate their competences and skills, thereby 

convincing their superior(s) to maintain them. An ‘automobile engineering’ grad-
uate held: “[I]f I should do an attachment with a reputable company for at least 

six months, if the employer likes me he will like to employ me to work for him 

maybe entirely or maybe for a year more” (Graduate 29, 2014). This trajectory 

seemed to apply to many graduates under study. One ‘business/ secretarial’ 
graduate who was recruited as secretary after the completion of her attachment 

indicated: “My manager employed me because he said everything I did was ex-
cellent” (Graduate 13, 2014). It is reasonable to assume that the young woman 

performed well during her attachment as a result of the competencies gained 

during TVET. Many adolescents appear to consider an internship an opportunity 

for future employment, which leads them to perform well and demonstrate to the 

fullest extent their working quality and skills. 

Many companies appear to have a particular attachment scheme for TVET stu-

dents, usually with six-month tenure. The preconditions seem to be participation 

in the respective course of TVET and the performance during the personal inter-

view (Company 1, 2014; Company 3, 2014). Looking at the number of DBTI grad-

uates who completed an attachment in medium- to large-sized companies, it 

seems that on the one hand the TVET courses under study are in demand by the 

local industry, and on the other hand that graduates from the DBTI were able to 

demonstrate their qualification during the interviews. In a personal communica-

tion, one representative from a local company employing DBTI graduates (Com-

pany 1, 2014) stated that the TVET courses ‘electrical installation’ and ‘automo-
bile engineering’ are of great interest to his company, which was why he could 
look back on a long list of DBTI attachment students. Of the sample, one 2011 

‘electrical installation’ graduate was selected by the respective company for a six-

month attachment and was afterwards employed in the factory as a machine op-

erator on a one-year contract (Graduate 1, 2014), while one 2013 ‘automobile 
engineering’ graduate accomplished a twelve-months attachment there and had 

found employment with another company at the time of the interview (Graduate 

34, 2014). The latter reported that the work experience gained had greatly facili-

tated his later employment.  

The positive attitude of the Factory HR Manager of this company towards gradu-

ates from the DBTI was echoed by another employer representative (Company 

3, 2014). An ‘automobile engineering’ graduate confirmed the good reputation of 

the DBTI which according to him increased the likelihood of being invited for a 

personal interview: “[W]hen I send my certificate to a company like [name of com-

pany 8] and they watch my certificate ‘Aha, you did automobile in Don Bosco. 
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Okay, the school is supposed to be a good school. Why do not I speak with you 

and let us try you and see’” (Graduate 33, 2014). 

It seems that the training institution plays an active role in the process of gaining 

attachment and also in the process of gaining employment after the attachment. 

Usually, the school issues attachment letters stating the student’s competences 
and achievements which the students may take to companies to apply for attach-

ment. However, a few individuals reported that, in addition, personnel from the 

DBTI pro-actively supported them in gaining an attachment position. Two young 

women were working as secretaries at the DBTI at the time of the interview, one 

in the school-owned automobile workshop and the other in the driving school. 

Both indicated that they were recommended by the school administrator or the 

head of department respectively to gain attachment places, which had developed 

into employment after the completion of attachment (Graduate 21, 2014; Gradu-

ate 12, 2014). It seems that young people often need an advocate or a guardian 

or an elder person who speaks for them in order to attain an attachment place or 

an employment position. This could also be the reason why many interviewees 

emphasised the importance of personal connections in finding a place for attach-

ment. One individual was supported by a Salesian priest: 

[W]hen I completed it was very hard. […] I was very tiny like I told you. And no com-

pany would see me and give me a job because I was not strong, I was very, very 

fragile. And thanks again to the Salesians, [name 4] who helped me. One company, 

he took me there directly, and he told them ‘this is my boy, help him to do attachment 
here’ and I was able to get it. That is where I am working time to time and I make my 

daily bread. If nobody has sent me there, I would not have got that opportunity (Grad-

uate 1, 2014). 

Just like these individuals were appreciative of the help they gained, others 

showed their frustration concerning the limited support of their educational insti-

tution, which some claimed to be the reason why they did not get an attachment 

place. One ‘electrical installation’ graduate explained that “they [the DBTI] have 

the list of students, so they will call you that they have a company who needs two 

or more students to train. But my year, most of my colleagues, we were waiting 

but we never had some calls” (Graduate 2, 2014). Another graduate recom-

mended a more pro-active role for the DBTI, namely that “the school should have 
a number of companies which you can go for attachment, that is where the 

schools have their length with. […] They should link with some companies which 

will help the students to go and do their attachment there” (Graduate 33, 2014). 

Not all TVET graduates were able to complete an attachment. Some young men 

alluded to the challenges of gaining one, mostly because companies take stu-

dents with higher certificates only. Other individuals referred to the financial diffi-

culty of completing the internship, as students either receive no money at all or a 

small allowance which challenged some students to pay for transport and food. 

One person reported that he had to quit the internship prematurely due to limited 

finances: 
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And the attachment, they did not give us any money. We just worked for them, just 

that they are training us to know more about the work. […] I decided that if I go there, 
I will not get anything to eat and then you cannot depend on your family, he is giving 

you accommodation to sleep and he cannot buy you food. That is why I did not go 

there again (Graduate 7, 2014). 

Although, findings clearly attributed a significant role to the completion of an at-

tachment, it is important to note that an internship does not constitute a panacea 

for employment. Two ‘automobile engineering’ graduates who graduated in the 

year 2013 and completed their attachment at well-known automobile companies 

were unemployed at the time of the interview (Graduate 31, 2014; Graduate 32, 

2014). Apparently, the sending institution is intended to maintain contact with the 

supervisor in the company and the DBTI students during the period of attach-

ment, and communicate information on the performance of the intern and the 

level of satisfaction of the intern between the supervisor and the trainee. This 

procedural approach was confirmed by the DBTI industrial liaison officer (Andal-

iga, 2014). Improper implementation of this procedure could hinder graduates in 

gaining employment, as was experienced by one graduate (Graduate 24, 2014). 

This again shows the link between TVET and employment and emphasises the 

necessity of the educational institution to act as an advocate for its students, for 

example by providing recommendation letters (Andaliga, 2014). 

It was stated that many graduates had called for improved cooperation between 

the DBTI and local industry with the goals of guaranteeing the availability of at-

tachments and enabling access to employment (see Graduate 33, 2014). One 

international automobile company whose Tema branch manager was interviewed 

for this study could look back on a long relationship with the DBTI, as the com-

pany had absorbed a number of ‘automobile engineering’ graduates for attach-
ment and as contract workers. However, at the time of the interview, no formal 

cooperation between the DBTI and the company had been struck. A practical 

example for such cooperation might have been found in the Philippines, for in-

stance, where the Salesians have initiated a joint venture with international auto-

mobile company Porsche and the Porsche importer PGA Cars. In this instance, 

Porsche has built and equipped a training facility at the Don Bosco Technical 
Institute. After the completion of a theoretical and practical training course, the 

top students every six months can pursue advanced qualification at the ‘Porsche 
Training and Recruitment Centre Asia’. In this way, trainees are guaranteed em-
ployment (Don Bosco Mondo, 2015b). In Ashaiman, no similar scheme was in 

place at the time of the study. 

Many interviewees referred to personal connections as a door opener for attach-

ment and employment. Two ‘automobile engineering’ 2011 graduates referred to 

the personal relationships they had with people employed at their respective com-

panies: “From there then I had a good friend who introduced me to the director of 

[name of company 15]. […] My friend introduced me to the man and the man took 

me” (Graduate 26, 2014). The other young man stated: 
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The supervisor in the company now, she is my friend and we attend the same church. 

So I talked to her about job opportunities, if there is one in their company. And I was 

there when she wrote to me ‘there is a job vacancy. [...] Bring an application.’ […] I 
did so and the boss called me and interviewed me and by God's grace I was em-

ployed (Graduate 24, 2014). 

The majority of those who were unemployed at the time of the interview felt that 

the lack of personal networks constituted one great obstacle to finding employ-

ment. A non-working ‘electrical installation’ graduate explained: 

[S]ince then [TVET graduation] I have not been able to work in any of the companies 

because here in Ghana it depends on the person that you know in a company before 

you can work over there. We apply but they do not call us because you do not know 

anyone in the company. That is a big problem that we have in Ghana nowadays 

(Graduate 9, 2014). 

One working graduate raised attention to the problem of nepotism explicitly by 

saying: “I applied to so many companies but they are not calling me and things. 

If you go, they say [...] they have family members, so they have to fill in their 

family members” (Graduate 14, 2014). As she had not found employment in her 

field of expertise, the young woman worked as a pump attendant at a filling sta-

tion. It stood to reason that this job may have been within her reach even without 

training at the DBTI, though she explained that she applied for the job with her 

national certificates gained during TVET (ibid). 

Likewise, it remains unclear whether those graduates who were working in their 

field of training, were employed in an industry related to their discipline of choice, 

or were using the skills gained during TVET in the workplace would have found 

their jobs without participating in the TVET course. Surely, these individuals 

would have lacked technical expertise, skills and know-how gained during TVET, 

and these appeared to be expected of them in their industries. A 2011 ‘automobile 
engineering’ graduate working for an international automobile manufacturer was 

certain to have gained his job as a consequence of TVET: “[B]ecause of the train-
ing Don Bosco is giving to the children or is giving to the students, I think that is 

what qualifies me to be here today” (Graduate 27, 2014). “[B]eing a student here 
has really a good effect on me and has improved me to now work fully as some-

one on the field, yes, someone who is employed to work”, one youth stated (Grad-

uate 6, 2014). A working ‘business/ secretarial’ graduate was certain that “[w]ith-
out this training […] [she] would still be in the house” (Graduate 12, 2014). How-

ever, although individuals pointed out direct interrelations between their TVET 

participation and their employment situation, given the lack of a control group, no 

robust causal relation can be proven. 

An interesting finding is that all interviewed ‘business/ secretarial’ graduates were 

employed at the time of the interview. This fact suggests a particularly successful 

labour market absorption for students of the ‘business/ secretarial’ course. Many 

of them felt well-prepared for the labour market through their education and train-

ing at the DBTI (see Graduate 19, 2014). It seems that the labour market 
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transition was more difficult for graduates from the ‘automobile engineering’ 
course. Only half of the 2013 cohort were employed at the time of the interview, 

most of them casually and not in the trade learned. This finding suggests a mal-

functioning labour market transition for this group. Concerning job opportunities 

in the automobile industry, one ‘automobile engineering’ graduate referred to the 

necessity of higher certification and the abundance of labour as difficulties to 

gaining access to the automobile industry:  

Job opportunities… for now it is difficult […] [b]ecause some people are out there 

with degrees and all that and they do not even get the jobs to do. And the truth is: 

the industry is also not big enough to accommodate the number of people out there 

who want a job. So, that is the challenge, the biggest challenge (Graduate 22, 2014). 

This suggests a (temporary) saturation of the labour market in this sector, a de-

velopment which could also derive from cyclical changes in the economy. This 

could in turn result in a recruitment freeze in the respective industry.  

In line with this argumentation, an employer representative from an international 

automobile company in Tema alluded to the economic situation of his company: 

[R]ecently things have not been very good in terms of– if I should say – vehicle sales, 

for instance. […] The purchasing power generally in most companies and produc-

tions is going down. […] We know some of the mines have dismissed some of their 

staff. At the moment I will not say there is too much opportunity [for employment] 

(Company 3, 2014). 

More recent economic challenges faced by the automobile industry could be one 

reason why one 2013 graduate who applied for attachment at that company did 

not succeed (Graduate 32, 2014), while at the same company four 2011 gradu-

ates completed an attachment and became contract workers thereafter. 

Looking at the formal achievements made by graduates in the course of TVET, it 

seems that the attainment of nationally acknowledged certificates did not have 

much impact on the employment outcome. Of those three graduates who had not 

gained any external certificate, two were working at the time of the interview while 

one remained unemployed. Two graduates who had achieved all available exter-

nal certificates found themselves currently unemployed.  

Nonetheless, certification seems to be a necessary precondition for access to 

tertiary education, which was the reason why some graduates had gone back to 

school to re-sit failed exams in order to attain the respective certificate (see Grad-

uate 15, 2014; Graduate 22, 2014). Furthermore, full certification from the DBTI 

may enable technical students to gain entry-level employment, one example of 

which may be as a machine operator in a large international company (Graduate 

1, 2014). For ‘automobile engineering’ and ‘electrical installation’ students, the 
certificate from the ‘Technical Exams Unit’, seems to constitute the decisive cer-
tificate for entering the world of work, equivalent to the ‘COTVET’ certificates for 
‘business/ secretarial’ students. In summary, the findings of this research indicate 

a high likelihood of an enhanced employment situation following the completion 
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of a TVET course at the Don Bosco Technical Institute, particularly for ‘business/ 

secretarial’ graduates. 

An enhanced employment situation usually goes hand in hand with increased 

financial means for the working individual, assuming pay is good. Data shows 

that the vast majority of graduates had more money available to them at the time 

of the interview than prior to the completion of TVET. It is safe to say that those 

18 workers whose first-ever employment had come following their graduation 

from the DBTI certainly found themselves in an improved financial situation at the 

time of the interview. They were employed in their first ever jobs at the time of the 

interview and earned their very first own incomes. Two graduates even postulated 

that they had become the main income providers or bread winners in their families 

after the completion of TVET, and had gained the ability to support them (Grad-

uate 24, 2014; Graduate 20, 2014). Graduates from the DBTI come from low 

socio-economic backgrounds, and accordingly it seems that a job and a small 

income can be sufficient to change their entire family’s socioeconomic circum-
stances by a considerable margin.  

The majority of those who worked and earned an own income prior to their grad-

uation from the DBTI were earning more than the Ghanaian daily minimum wage 

of six GHS in their post-graduation work. Accordingly, they too now found them-

selves in a better financial situation at the time of the interview. Taking into ac-

count the types of jobs attainable to them before the completion of TVET, it is 

likely that they have more capital today. Only one contributing family worker 

earned less than the daily minimum wage (Graduate 29, 2014). One casual 

worker indicated strong variations in the amount of revenue: 

[I]t varies, the type of work we do and type of money you earn. When you go to 

somebody's house and you use his cutters to weed, you weed around and things, 

they give you something - somebody will give you ten cedis. Somebody will give five 

cedis. Those you really want to help some will give you twenty cedis to support your-

self (Graduate 30, 2014). 

A number of the self-employed individuals and some of those employed were 

actually underemployed, as they were only working a few days per month. The 

consequence of this was a limit in their earning potential, consigning them to an 

income inadequate to cover living costs. One male graduate who had graduated 

from the ‘electrical installation’ course in 2011 and had worked prior to starting 
TVET had been carrying out short-term contract-based installation works for the 

four years preceding the interview, was now working approximately once a week, 

and was earning around 100 GHS (30 USD) per month. This placed his income 

above the minimum wage, but he considered the amount insufficient to live on. 

For this reason, at the time of the interview, he was still living with his parents, 

who also supported him financially (Graduate 4, 2014). 

Six individuals who had worked prior to the completion of their TVET programme 

explicitly indicated that they now had greater financial means than they had had 

prior to the completion of TVET. A working ‘automobile engineering’ graduate 
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stated: “As a worker now I must say I earn higher than in the time when I was not 
a student or not in Don Bosco” (Graduate 6, 2014). One ‘electrical installation’ 
graduate who was working for a contractor he had already worked with during 

TVET enumerated his personal progression in income: He had initially earned 

120 GHS (36 USD) per month working with the contractor during vacations while 

at TVET, earned 180 GHS (54 USD) immediately following graduation, and was 

now earning approximately 500 GHS (150 USD) per month at the time of the 

interview (Graduate 2, 2014). Although one might assume that such an increase 

in income would be based primarily on the individual’s accrual of relevant skills 
and know-how, or perhaps on his improved performance made possible by these, 

it is possible that the amount of working days per month may have increased 

during the time discussed. 

It is not always possible to link an individual’s current income level directly to their 
education at the DBTI. In some cases, the individuals interviewed had advanced 

their education further which would additionally increase their earning potential. 

However, the attainment of further education in itself indicates an increased prior 

level of income, as was the case for four ‘automobile engineering’ graduates who 
started working in the same company at the same time but earned different in-

comes (Graduate 27, 2014; Graduate 22, 2014; Graduate 25, 2014; Graduate 

28, 2014). Still, a rise in income appears not necessarily to be wholly dependent 

on further certification. It is possible that the length of stay in a company may also 

impact the development of an individual’s earnings (see Graduate 14, 2014). The 
largest income differences were visible between occupations. ‘Business/ secre-
tarial’ graduates earned much less than their ‘automobile engineering’ or ‘electri-
cal installation’ peers, which indicated fundamental differences in compensation 
levels between these respective economic sectors. Perhaps it is not surprising 

that private-sector employers in the automobile and the electric/energy industries 

would pay higher wages to their workers than would be available in the service 

sector. 

Irrespective of the amount of income earned, saving money seemed to have had 

a high priority for all TVET graduates. 18 of the 22 working graduates (82%) who 

commented on their ability to save stated that they were saving, usually on a 

regular basis. Savings generated in the time before the completion of TVET or 

during the studies were short-term and irregular, meaning that whenever money 

was gained, it was mostly spent straight away on food, transport, school fees, 

didactical material or equipment for TVET. The motivations for saving, namely 

survival and education, seemed to have endured over time. However, the act of 

saving itself seems to have become more structured and regular after graduation, 

as indicated by some working graduates.  

The majority of individuals tried to save most of their money while keeping living 

costs at the lowest level possible. There seems to be the rule of reciprocal support 

in many low-income families, meaning that after someone has completed one 

level of education (e.g. TVET), that person is supposed to work and gain money 

to enable the other siblings’ education before the person can gain further educa-
tion. Nonetheless, eleven individuals – coming from all three TVET courses – 
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who graduated in 2011 had managed to at least begin further education at the 

time of their interviews, and of these seven had already accomplished at least 

one higher certificate such as the Technician Part I certificate. In contrast, of the 

2013 cohort, only two individuals were continuing their education at the time of 

the interview. The opportunity to study and work at the same time constitutes the 

only possibility for many young people to gain further education – a possibility 

which depends on the flexibility of the employer and the educational institution, 

as well as each individual’s financial means. 

It is important to note that not all individuals have the ability to save money today. 

Five interviewees who did not make a statement in this regard are unemployed 

today. In assessing the socio-economic situation of their families, it is plausible 

to assume that they have no income to save. Several interviewees, among them 

those earning the least while having to support their families, either stated that 

they only managed to save occasionally or that they could not save at all. “After I 
have given everyone there is nothing left for me because here is the case – I 

need to provide this, I need to give this, I need to – so at the end of the day I do 

not have anything for myself” (Graduate 26, 2014). 

The desire held by some individuals to have their own apartment, which may be 

associated with increased freedom and independence, seems to be of secondary 

importance to the majority of interviewed TVET graduates. A working ‘business/ 
secretarial’ graduate stated: “Because of financial problems I am still at home, 

just trying to work so I can get more money to further up my education” (Graduate 

13, 2014). At the time of the interview, 23 of 34 graduates (68%) indicated that 

they were living with their parents or relatives, and thus in the same housing sit-

uation as prior to their graduation from the Don Bosco Technical Institute. Some, 

however, had experienced a positive change regardless:  

Actually, when I was coming to this school, I was staying with my parents. We are 

five in the family, two share a bedroom. […] And after the school I got my own job 

[…]. [I]t is since I am the only person taking care of the family five, now by the grace 

of God everyone is in his or her own room (Graduate 24, 2014). 

Changes in the housing situation are difficult to be traced back directly to the 

education and training at the DBTI. However, they are related to an increased 

income, which results from an improved employment situation. It is important to 

note that not all of those who moved into own or shared apartments were living 

more comfortably than beforehand. Some had been motivated to move to be 

closer to work. As a number of employment opportunities were located in the 

industrial area, some had moved to very poor neighbourhoods, such as the slum 

area of Tema New Town, where they now occupied small single-room apartments 

and had no private sanitary facilities (see Graduate 23, 2014). 

Taking into account all four indicators, the majority of individuals (68%) seemed 

to have attained an enhanced material well-being. Following the argumentation, 

it seems that the education and training at the DBTI had at minimum contributed 

to improving the material standard of the individuals who were part of the sample. 
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The indicative data at hand approves the first hypothesis, namely the likelihood 

of an enhanced material well-being after taking part in a TVET course. The indi-

cators ‘enhanced employment situation’ and ‘enhanced income situation’ were 
most frequently approved. 

4.2.2. Links between TVET quality, employable skills and adequate em-

ployment 

Hypothesis 2 assumes a relation between TVET quality, the skills which the indi-

vidual gained during TVET and the effect these have on gaining adequate em-

ployment. Following the aggregation rules as set out in the operationalisation, 26 

individuals were found to rate the institution under study as providing education 

and training of good quality on the whole, and 25 of these (96%) indicated an 

overall enhancement of employable skills gained throughout TVET, including dur-

ing their time of industrial attachment. 21 of these 25 (84%) had adequate em-

ployment at the time of the interview. This finding suggests a broad approval of 

Hypothesis 2. However, in order to understand the interrelationships between 

these variables, this part takes stock of the indicative data relating to the various 

indicators. 

The assumption underlying the quality criterion of a practical component in a 

TVET programme equalling at least 50% is that the higher the amount of practical 

training, the more technical skills can be obtained. Graduates indicated that the 

amount of practical training was below 50% in the ‘electrical installation’ and the 
‘automobile engineering’ courses, while it ranged above 50% only in the ‘busi-
ness/ secretarial’ course. In the latter, the amount of practical work was indicated 

to lie between 60% and 80%. Whereas one young woman stated that she would 

have preferred more time for theory, seven ‘business/ secretarial’ graduates 
showed contentment and appreciation for having spent much time on practical 

work. One 2013 ‘business/ secretarial’ graduate held:  

The practicals, we have more experience over there. When we go to practicals they 

ask you to open power point, excel, a lot of things over there. We learned more things 

about practical. So any time you see we have practical, we are all happy because 

we are going to learn more things (Graduate 14, 2014). 

It seems that more practical time was indeed often associated with gaining more 

practical input and skills, which graduates considered an important precondition 

for employment in their field. “Practical skills – I can say 80% because, you know, 

you as a secretary you need to type” (Graduate 15, 2014). All sampled ‘business/ 
secretarial’ graduates indicated that the practical training at the DBTI adequately 
built or enhanced their technical skills, first and foremost their typing. “I can type, 
I can laminate, and all kinds of office, petty, petty things at the office, because I 

learned office”, a male secretary stated (Graduate 16, 2014). Several young 

women mentioned the achievement of computer skills in the course of the com-

puter training which they considered a prerequisite for employment despite it not 

being part of the practicals, albeit still practical work (see Graduate 19, 2014). 
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Conversely to these findings, one might assume that the ‘electrical installation’ 
and ‘automobile engineering’ graduates who indicated that the time for practicals 
was below 50%, and particularly those individuals who stated that they would 

have preferred more practical work during TVET, would have considered them-

selves to have gained inadequate technical skills. However, this assumption did 

not prove true in its entirety. 63% who commented on their technical skills acqui-

sition indicated that they had gained adequate technical competences in TVET. 

One ‘automobile engineering’ graduate held: “Even when I am home and maybe 
someone’s vehicle breaks down I can try to help […] and do it and it will work 
perfectly. But before I did not have these skills” (Graduate 29, 2014). This finding 

suggests either that the underlying assumption of a necessity of 50% practicals 

to enhance or gain adequate technical skills may be void, or that other factors, 

such as the industrial attachment, may have contributed to the acquisition of ad-

equate technical skills. Still, the majority of ‘electrical installation’ graduates indi-
cated that they had gained inadequate technical skills during TVET which they, 

however, did not link to a limited amount of practical work. 

All graduates considered industrial attachment an important and useful compo-

nent of the training, as they held it to provide a direct path to employment (see 

Section 4.2.1) as well as a source of enhancing their technical expertise. Some 

individuals even considered it as compensation for the theory-based education 

dominating the training. Hence, it was necessary to gain the required technical 

skills or to learn to practically apply the theory taught at the DBTI (Graduate 22, 

2014; Graduate 28, 2014). A young man explained the reasoning behind entering 

into an industrial attachment:  

I would like to go to a reputable company because they do more practicals than 

theory. But here in the school we do more theory than practicals. But at the company 

level we do a lot more practicals than theory. So when I get to a company I will be 

able to learn more about practical things (Graduate 29, 2014). 

An ‘electrical installation’ graduate who did not complete an attachment claimed: 

“[N]ot having done the attachment, I have seen that for the practical side I miss a 
lot” (Graduate 10, 2014).  

Many graduates indicated that they further developed their technical expertise in 

the course of the attachment. “So the reason why I was happy or grateful being 
on attachment there is because they have really imparted knowledge and wisdom 

about electricals into me over there”, an ‘electrical installation’ graduate stated 

(Graduate 6, 2014). Another emphasised that he learned how to practically apply 

the theory during the attachment: 

[T]hat place is very good for me because I learned a lot. It helped me to climb poles. 

[…] [I]f right now you get light out for only this house I can ratify the fault. I can climb 
the pole and then check where the fault is (Graduate 7, 2014).  

One ‘automobile engineering’ graduate reported that he learned the proper prac-
tical application of his acquired knowledge, as well as information about new 
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technologies, exclusively during the attachment (Graduate 22, 2014). Four of six 

individuals (67%) who did not complete an attachment indicated that they had 

gained inadequate technical skills, which most related to a lack of competence in 

practical implementation. Findings emphasised the role of the attachment fin ac-

quiring relevant technical skills. In addition, some young people indicated that 

they had enhanced their core and entrepreneurial skills during the attachment: “I 
learned a lot out of there: how to make a good use of yourself, how to set up 

something for yourself, how to solve problems and how to take care of a customer 

when a customer comes in” (Graduate 26, 2014). 

Acquisition of core working and personal skills was often related to the teachers. 

These were lauded by 29 of their former students, mostly for being friendly, avail-

able, helpful and understanding, but also for having motivated and encouraged 

them to study hard and be disciplined. “When I came to Don Bosco, what I passed 
through was the discipline that they give to us in the school”, one ‘business/ sec-
retarial’ graduate stated (Graduate 16, 2014). Another one stated: “Our teachers, 
they are very good in terms of how to mobilise us to go to our practical work 

because for that you always have to be alert in the work. So they are very strict 

on us when it comes to practical work” (Graduate 4, 2014). 

Learning how to learn constitutes another competence which one graduate ex-

plicitly attributed to his teachers. He stated: “When I came to Don Bosco, actually, 
I found it difficult to learn because I completed JHS in 2004 and I stayed in the 

house for four years before I came to Don Bosco. […] But through prayers and 
the teachers I was able to learn” (Graduate 7, 2014). ‘Business/ secretarial’ grad-

uates emphasised that their teachers provided them with key behavioural skills 

such as knowledge on how to properly communicate with a superior, how to work 

in teams and how to treat people with the due respect (Graduate 13, 2014; Grad-

uate 18, 2014; Graduate 20, 2014).  

Apart from the development of core work and personal skills, many interviewees 

constructed a direct relationship between their teachers and enhanced basic and 

technical skills. One ‘business/ secretarial’ graduate explained that he learned 
proper typing only with the help of his practical teacher, who had motivated him 

and gave advice for improvements until his skills were sophisticated (Graduate 

16, 2014). Another young person attributed her good language and communica-

tion skills to her demanding English teacher at the DBTI, who had motivated her 

to learn the language accurately (Graduate 15, 2014). Proficient language skills, 

in turn, appear to have given many individuals the confidence and ability to ex-

pand communication skills and to speak freely before an audience (Graduate 30, 

2014) or approach others directly (Graduate 1, 2014).  

Most negative statements with regard to the teachers were given by the 2013 

‘automobile engineering’ cohort and directed at one particular teacher responsi-

ble for practical work. 

The time for our practical aspect was very bad because – the time I came – it is hard 

for us to get a practical teacher to take us through the practical aspect. […] [S]econd 
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year, the teacher who came to take us through the practical was not so into practical. 

He was into theory more than the practical. […] [W]hen you go to the field, the thing 
he said: ‘Now do it!’ It was very difficult. That was the weak point of my course at my 

time (Graduate 33, 2014). 

Interestingly, many individuals from this cohort also indicated that they did not 

gain adequate technical skills during TVET. Nonetheless, it is possible that an 

insufficient acquisition of skills is not necessarily attributable directly to incompe-

tent teachers. Another finding is that save for one, every critique of teachers was 

raised from individuals who graduated in 2013. This could be related to the fact 

that after 2011, teachers were selected and paid by the government, which re-

duced accountability and control vis-à-vis the school rectorate and the Salesian 

principles of teaching (Harris, 2014). Nonetheless, the grand majority of sampled 

graduates declared themselves pleased with the teachers. 

This alleged contentedness was not repeated in the broad views of the institute’s 

facilities. Satisfaction of those twelve who approved of the facilities seemed to 

come with a realisation and appreciation that the DBTI is better equipped in terms 

of tools and machines than many other technical institutes in Ghana, thus ena-

bling a good level of exposure (Graduate 22, 2014; Graduate 16, 2014). A few 

individuals argued that the tools provided enabled them to properly learn and 

apply their technical know-how (Graduate 2, 2014). “[M]y machine [typewriter] I 
got in school was very good, so I provided good typing”, one young woman indi-
cated (Graduate 20, 2014). An ‘automobile engineering’ graduate indicated: “We 
have everything that is conducive for learning. So when I came here everything 

was in place” (Graduate 29, 2014). 

Eleven of twelve individuals who showed contentedness vis-à-vis the facilities 

were found to have gained adequate technical skills, which may imply that the 

facilities are adequate for the required skills acquisition. The least criticism, par-

ticularly in regard to practical work, was raised by the ‘business/ secretarial’ grad-
uates. This could result from the fact that the school provided them with the ma-

chines for typing. A number of ‘automobile engineering’ and ‘electrical installation’ 
graduates raised criticisms concerning the technical configuration for the practi-

cals, as this affected their possibilities to gain hands-on experience. One gradu-

ate stated: “Sometimes when it is time for practicals, there is no material so we 

go back to the class again. And sometimes we go to practicals we will sit there 

until the time is off” (Graduate 11, 2014). This statement could explain why some 

graduates felt themselves to have not gained enough technical skills. Many ‘au-
tomobile engineering’ graduates reported that they were unable to afford the tools 
that they were supposed to buy. On the one hand, this strengthened teamwork 

among the students, who learned to share tools and experiences. However, and 

more pressingly, the primary effect of this state was that the students were hin-

dered in learning the appropriate usage of certain tools (Graduate 23, 2014). In-

terestingly, the school does possess its own furnished automobile workshop. 

This, however, is designated for commercial use only, meaning students can only 
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observe here while gaining their own practical experience in a classroom with 

limited tools and machines (Graduate 22, 2014).  

In a personal communication, one employer representative emphasised the im-

portance for technical institutes to be properly equipped in order for students to 

gain a sufficient level of practical knowledge for work in the industry. “[W]hen you 
study and you have the practical things close to you, you get to really understand 

the reason behind even the structure and the function”, he held (Company 3, 

2014). One ‘automobile engineering’ graduate explained that when he first en-
tered the industry, he was overwhelmed by machines and tools he had never 

seen or come into contact with during TVET, and stated that he found himself 

unable to operate them (Graduate 22, 2014). Half of those 14 interviewees who 

raised criticisms concerning the facilities for practicals, such as space or tools, 

considered themselves to have inadequate technical skills. 

Another feature of good-quality TVET concerns the offer of entrepreneurship 

training and the participation of graduates in it. 20 interviewees explicitly referred 

to their participation in entrepreneurship training during TVET, which most con-

sidered useful. 13 of those 17 (76%) who claimed to have gained entrepreneurial 

skills during TVET explicitly mentioned entrepreneurship training as the source 

of their skills acquisition. “We learned how to manage companies and how to 
work with companies”, one young man stated (Graduate 32, 2014). Knowledge 

transferred seems to have related both to self-employment and employment, 

though a focus was allegedly put on self-employment. “It really enlightened me 
to have the business mind”, an electrical engineering graduate held (Graduate 5, 

2014). One graduate claimed: 

It is also about how – maybe you are employed in a company – how to behave 

yourself as a worker, as an employee or something like that, how to cooperate with 

the people over there. And let us say you also get a small business or something 

that you want to start on your own. As a manager or as the employer you need to 

control yourself and also learn how to behave when you are doing service with a 

customer or you are giving out to the customers (Graduate 6, 2014). 

In identifying additional sources of core skills acquisition or enhancement, several 

graduates alluded to extra-curricular activities offered at the DBTI as a basis for 

attaining competencies. A number of them held that being part of an educational 

or cultural group or sports team had sharpened their sense of togetherness and 

teamwork, furthered their self-respect, and given them pride by allowing them to 

represent the DBTI in interscholastic competition (Graduate 5, 2014). Some al-

luded to communication and leadership skills: “I am a very shy person but I had 
the opportunity to go a little ahead of that shyness to be able to lead an assembly 

of people of about 400 to 500” (Graduate 22, 2014). Others referred to personal 

skills, foremost a sense of responsibility, reliability and trustworthiness (e.g. Grad-

uate 16, 2014). 

Six individuals raised criticisms about extra-curricular activities. In most cases, 

these concerned the high frequency and the compulsory nature of activities, 
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which they saw as interfering with their learning (Graduate 28, 2014). A young 

man held: “Those activities are too much, more than the academics. Sometimes 
we lack some of the things unless you study on your own” (Graduate 8, 2014). A 

possible impact of these doings could be a lack of knowledge and skills which 

these individuals however did not indicate. Whereas the religious character of 

education was usually interpreted positively, a 2013 ‘electrical installation’ grad-
uate alluded to the discriminatory practise of awarding posts according to reli-

gious affiliation, claiming that “you need to be a Catholic for them to give you the 
position” (Graduate 11, 2014). One could expect limited self-confidence or anger 

as a result; instead, the youth presented himself as self-confident. All in all, the 

data collected suggested widespread contentedness with the extra-curricular ac-

tivities offered at the DBTI, and served to highlight links between activities and an 

enhancement of employable skills. 

The findings of the first part of this analysis pinpointed relations between good 

TVET quality and the improvement of employable skills. The following paragraphs 

explore the possible link between these skills and the form or quality of employ-

ment reached. Seven individuals emphasised that their TVET participation had 

led to an increase in basic skills, mostly in terms of English language skills and 

computer literacy. One ‘business/ secretarial’ graduate constructed a relation be-
tween her tenacious English language teacher, the gained language skills, the 

confidence and fun in speaking English which she gained thereupon and the job 

which she was offered due to being a talkative English speaker. At the time of the 

interview, she was working as a secretary in a church and gaining adequate in-

come – especially taking into account her limited number of working days (Grad-

uate 15, 2014). 

Computer literacy was laid out as a prerequisite for employment in the field of 

administration, as reported by ‘business/ secretarial’ graduates. Only one of 
seven individuals (14%) who indicated an increase in basic skills did not have 

adequate employment at the time of the interview, and this individual ascribed 

their state not to limited basic skills, but rather to not having received his certifi-

cate (Graduate 30, 2014). In fact, a number of graduates complained about not 

yet having received their final external certificate(s), and stated that they needed 

these for job applications (Graduate 4, 2014; Graduate 8, 2014). 

80% who indicated having gained adequate trade-related technical skills found 

themselves in adequate employment. Several graduates who had adequate em-

ployment at the time of the interview seemed convinced that their technical qual-

ification acted as a door opener for employment in the respective branch:  

[W]hat qualified me to get that place, was because of the technical knowledge, be-

cause they wanted technical people because we have an understanding of the tech-

nicality of everything. […] [A]t first it was like anyone could learn, but now they said 
no; they are not able to control accidents… They wanted people with technical back-

ground (Graduate 23, 2014). 
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One ‘automobile engineering’ graduate explained how the driving skills which he 

gained at the DBTI-owned driving school constituted a precondition for gaining 

his job as a driver: 

“[T]he school gave me the opportunity to do my driving license. So at the moment 
that is what I am using, the driving license. […] My living status has developed widely 
because if I was not in hold of the driving license, one I would not be working” (Grad-
uate 24, 2014). 

Certainly employers, contracting entities or customers expect graduates with a 

technical background to have certain technical skills or a particular level of field-

specific expertise when they offer them attachment or a job. The factory human 

resource manager of a large international company in Tema confirmed that his 

company looked for persons with a technical background, stating that these are 

said to possess the basic technical skills necessary for work in the factory. Both 

interns and workers are expected to bring with them relevant technical skills 

(Company 1, 2014). These statements emphasise the importance of technical 

skills for gaining access to adequate employment. In a personal communication, 

another employer representative attached great importance to a high level of 

practical content in TVET, which would allow young people to gain adequate tech-

nical skills required in the industry: “[W]e would advise that institutions should 
look at not only the theoretical side but should do want to give them [the students] 

a little bit more of the practical just to help in their understanding and to let them 

easily fit into the industry” (Company 3, 2014). 

A young woman who was working as a secretary in the laboratory of a hospital 

at the time of the interview explained: “[W]hen I came I said I did business secre-
tarial and they said they know from business secretarial it is all about typing. And 

what I am doing is typing” (Graduate 19, 2014). This quote suggests that the DBTI 

imparts to the individual practical skills which are indeed required for employment 

in a particular occupation, and that graduates are able to apply these skills. One 

male secretary reported that he was asked to practically demonstrate his typing 

skills during the job interview for his current employment, which confirms that 

these particular skills form a precondition for field-specific employment. In fact, 

after the successful demonstration of his technical competencies, he got the job. 

At the time of the interview, he had adequate employment and had been working 

as the secretary in a basic school for three years, providing him with an adequate 

income (Graduate 16, 2014). 

It appears that technical skills are necessary not only to gain access to the labour 

market, but also to remain in it. In the end, performance during attachment or on 

the job is a valid indicator of whether the skills gained during TVET are indeed 

adequate. If the individual shows, in addition, the ability and willingness to ad-

vance his or her skills set even further, it may positively impact on the employer’s 
choice to maintain him or her as an employee. Most of the individuals surveyed 

must have met the technical expectations of their employers during the attach-

ment, as 15 DBTI graduates were recruited following their attachment. As the 

attachment is conducted in the TVET-related industry, the likelihood of adequate 
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employment following attachment is high. The fact that many individuals had 

been working in the same job for more than one or two years suggests that the 

graduates’ technical skills – which often served as an intake criterion – had 

proved satisfactory during that time. A good performance in a TVET-related job 

would probably not be possible without adequate technical skills. 

A closer look at the selected TVET courses reveals more specific information. 

The quotas for adequate technical skills acquisition and adequate employment 

are highest among ‘business/ secretarial’ graduates. 90% of all ‘business/ secre-
tarial’ graduates were employed in their field of expertise. All of them were using 

the TVET acquired technical skills, primarily typing, regularly at their workplace. 

They were working as (assistant) secretaries or desk officers, mostly in small- to 

large-scale companies in the formal economy at the time of the interview. One 

young woman who was working as a desk officer in a construction company 

claimed a relation between her TVET acquired competences and work: “I learned 
secretarial in school. Everything I am doing here [at the company], I learned it in 

school” (Graduate 20, 2014). This quote suggests a link between TVET quality, 

adequate technical skills and adequate employment. Most ‘business/ secretarial’ 
graduates attested to the DBTI’s good-quality TVET, particularly in regard to the 

technical part of the training. 

Looking at data from graduates of the ‘electrical installation’ and ‘automobile en-
gineering’ courses, findings are not clear-cut. However, after the completion of 

their attachment, four young men who graduated from the ‘automobile engineer-
ing’ course in the year 2011 became contract workers in the company where they 
completed the attachment. Most of them indicated that the TVET at the DBTI had 

prepared them well for the world of work and that they had gained adequate tech-

nical skills, upon which they were able to improve in the course of the attachment. 

One of them considered the practical component during TVET too little, but he 

still indicated that he had gained adequate technical skills during his time at the 

DBTI, to which he attributed both his having attained his current job and his ability 

to perform well in it: 

Yeah, it is true that we were being employed. Don Bosco has really helped us a lot, 

giving us the skills. We never thought we would reach such a stage like this. […] But 

through Don Bosco we came out with a lot of successful things that we are impacted 

with. And the company is very appreciative with what we are doing and they are 

happy (Graduate 27, 2014). 

The young man went on to say: “[W]e go a little bit extra because of what we 
have learned”. Apart from showing his engagement, this statement implies that 

the technical skills gained from the DBTI permitted him to go beyond what was 

expected of him (ibid.). Notwithstanding the graduates’ personal preferences, one 
could postulate based on this that the percentage of practical content in the ‘au-
tomobile engineering’ course may not actually have been too low after all. 
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In a personal communication, the Tema brand manager of the company con-

firmed the good technical performance of all four DBTI graduates working at his 

company, stating:  

[W]e have a number of your [DBTI] students working here with us and they have 

been able to –if I should say – defend what they went to study at your end and they 

have proven to be willing to also improve on whatever they came in with” (Company 

3, 2014).  

In a follow-up communication, human resources staff indicated that the DBTI 

graduates were “well equipped with adequate practical training” (Company 3, 
2015). From an economic perspective, it makes sense for a company to maintain 

well-trained and technically inclined individuals. Accordingly, it is likely that the 

young men’s technical skills positively impacted the decision to recruit them. 

In line with this, another employer representative (Company 2, 2014) confirmed 

the adequacy of technical skills of ‘electrical installation’ DBTI graduates. Overall, 

it appeared that the sampled graduates were meeting the technical expectations 

held of them (see Company 1, 2014; Company 2, 2014; Company 3, 2014), even 

in those instances where they themselves did not regard them as adequate. It is 

possible that employers and graduates have diverging views on adequate com-

petencies, or that the young people strive for more sophisticated and better paid 

jobs which require advanced skills. One graduate explained the reason for his 

discontent as follows: 

Being a technical student you have to know what you are doing. Practically you have 

to handle it and feel it and know what you are doing. You cannot just do theory and 

go to the field and find yourself doing a lot of things. […] It is not like that. You have 

to do a lot of practicals (Graduate 31, 2014). 

For jobs which the graduates gained, it appears adequate to have basic technical 

skills, albeit in combination with a strong willingness to gain more overall and 

company-specific technical skills (Company 1, 2015; Company 3, 2014). 

The vast majority of adequately employed individuals were working in the formal 

sector of the economy at the time of the interview. Only a small number of the 

self-employed persons found themselves in adequate employment, with most 

suffering from job or income insecurity. Due to the highly fluctuating nature of 

business, one young man explained that he had had to start selling cement along-

side his electrical works in order to gain a sufficient and more stable income 

(Graduate 3, 2014). In evaluating the role of technical sophistication, it seems 

obvious that adequate technical skills form one precondition for successful self-

employment in the TVET-related field: This means that leaving aside third varia-

bles, someone who is more technically inclined is more likely to win many con-

tracts and earn an adequate income. Those engaged in the field of their training 

indicated that they had gained the technical skills necessary to carry out their jobs 

during TVET (Graduate 2, 2014; Graduate 3, 2014; Graduate 4, 2014). Most of 
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those self-employed indicated that they would have liked formal employment, but 

found themselves lacking the requisite certification. 

Looking at the type and quality of employment, one young man emphasised that 

the certificate from the DBTI is insufficient to attain a desirable job: “[S]ending 
that certificate would really help you in getting a work but you really come in low-

average work” (Graduate 30, 2014). Most ‘electrical installation’ and ‘automobile 
engineering’ graduates indeed worked as machine operators instead of techni-
cians, engineers or electricians at the time of the interview. Graduates from both 

courses argued that most jobs in their branches require ‘Advanced Technician’ 
certificates or a HND, which is broadly equated with being technically inclined 

(Graduate 6, 2014; Graduate 23, 2014). It appears that many companies indeed 

take in only people with tertiary education (see Company 3, 2014). One employer 

representative explained that his company expects the DBTI contract workers to 

gain a higher certificate, namely ‘Part II’ of the ‘Advanced Technician’ certificates, 
in order to become full workers. This was the reason why all workers surveyed at 

this company endeavoured to further their education, and why some had already 

reached a higher educational level at the time of the interview (see Graduate 27, 

2014).  

Higher certification seems to go hand in hand with higher remuneration, which 

becomes obvious when looking at the income differences among the four ‘auto-
mobile engineering’ graduates working at the same company. The individual who 
had already reached the third stage of the ‘Advanced Technician’ training earned 
more than twice the amount of another individual who had not continued his ed-

ucation (see Graduate 22, 2014; Graduate 27, 2014). 

One interesting finding concerns the 2013 ‘automobile engineering’ cohort. No-
body among them had adequate employment at the time of the interview. Five of 

these six young men stated that the practical content during TVET was inade-

quately low, and only two of the four in this group who completed an industrial 

attachment stated that they could use the internship to compensate for their lack 

of technical skills (Graduate 32, 2014; Graduate 34, 2014). One ‘automobile en-
gineering’ graduate who complained about the limited practical content during 
TVET and who felt that he had not gained adequate technical skills had been 

doing by-day work in the areas of gardening and construction, gaining an irregular 

income at the time of the interview (Graduate 30, 2014). Based on these obser-

vations, one could assume a relation between inadequate practical content, in-

adequate technical skills and inadequate employment. However, when asked to 

personally assess the reasons for their unsatisfactory economic situation, this 

group referred to systemic challenges such as corruption, inadequate finance or 

a missing or inadequate certificate rather than attributing their lot to a low quality 

of TVET (ibid). All in all, the findings show various solid interconnections between 

adequate technical skills and adequate employment. 

Concerning the role of entrepreneurial skills, it seems obvious that being 

“equipped on how to handle customers, how to go about business and not to lose 
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in business” constitute important prerequisites to being a successful entrepreneur 

(Graduate 24, 2014). One young entrepreneur stated: 

[B]efore you can go into someone's home to work for that person your appearance 

has to be good and gentle. So many people are scared of strangers and of thieves 

and other stuffs. So you need to go there with some gentleness and calmness, re-

spect and all that so that when you work for them, they will give you another job 

(Graduate 2, 2014). 

With regard to customer relations, personal and core work skills seemed to play 

an imperative role for gaining and keeping an adequate employment position. 

Having taken along to his attachment place the discipline, eagerness and know-

how on human relations gained during TVET, one graduate explained how these 

competencies contributed to his successful recruitment: 

[During the attachment,] I worked with the technicians on the line. So when the tech-

nicians are not around and there is a need for trouble shooting, I do it myself. So 

they realise: now, this guy is quite good […]. So after, they just recommended me 

that they will give me a contract. […] Before you can be recommended, you need to 

create a relationship with your boss, somebody who can, maybe, help you. […] I had 

the opportunity and they gave me the contract (Graduate 1, 2014). 

One secretary explained how he was able to establish a good reputation at work 

and a good relationship with his superior by means of the work ethic and leader-

ship skills gained during TVET: 

[W]hat I passed through was the discipline that they give to us in the school. So what 

I am now, my boss respects me a lot and he trusts me. He does everything... when 

he is going out or he is traveling he can leave the school for me to handle the school 

for one week, one month. He does not care because he knows that when he goes 

he has left somebody there that can take care of the office and of the school for him 

(Graduate 16, 2014). 

It seems that DBTI graduates are well-known on the labour market for having 

gained these personal and core skills during TVET, and are thus well-appreciated 

and demanded by employers. Referring to his process of labour market transition, 

one young man working with three DBTI colleagues for an international automo-

bile company stated: “[T]hey [the HR personnel] look at us that we were coming 

from a Catholic background, so we are good. And when we came into we proved 

to them that we are good. We did not give any lawless attitude like let us say 

absenteeism, laziness […]” (Graduate 28, 2014). In a personal communication, 

the graduates’ superior affirmed the significance of a good work ethic for gaining 
employment: “It is not too much of the skill that you come on board with. It is much 

of how willing you are to learn. […] You need willingness to improve on human 
resource” (Company 3, 2014). The HR personnel of the same company attested 

that the ‘automobile engineering’ graduates from the DBTI possessed these per-

sonal skills, describing them as “diligent, submissive, enthusiastic and ready to 
learn” (Company 3, 2015).  
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A ‘business/ secretarial’ graduate indicated that the manners which the teachers 

conveyed contributed to the process of gaining employment after the attachment. 

Alluding to the assumed reason for being selected for the job, she stated: 

“[B]ecause she [her superior] saw how I am. She knows me. I am a typist. I do 
not disturb her. I speak to her politely. So, that is why she employed me” (Grad-
uate 18, 2014). A number of graduates spoke about their personal development, 

from having been a stubborn or reserved youth to having become an open-

minded communicative person capable of learning “how to talk to people, how to 
live with people, how to hear and understand people”, a change they attributed 
to TVET (Graduate 1, 2014). 

All in all, the findings suggest that many of those vouching for a good quality of 

education and training at the DBTI gained adequate employable skills in the 

course of TVET, and that these skills qualified them to gain and maintain ade-

quate employment. Interviews clearly indicated causal mechanisms between the 

three variables. However, still seven of the individuals who indicated improved 

employable skills did not have adequate employment. Following the graduates’ 
statements on this discrepancy, it can be partly attributed to systemic challenges, 

foremost the level of certification attained.  

However, objectively speaking there appears to be a much more stringent divi-

sion between certification from tertiary education and TVET certification than be-

tween different levels of TVET certification. One ‘business/ secretarial’ graduate 
claimed: “[I]f you send the certificate from Don Bosco now for some work, it is 
difficult now, too. Now they are taking Polytechnic, university, those people with 

the distinct certificate. This one did not get you any place you want” (Graduate 

14, 2014). Data shows that two of three individuals without external certification 

had adequate employment and were working in the field of their training in the 

time of the interview, while three young men who carried all possibly attainable 

national TVET certificates were inadequately or not at all employed. Referring to 

the quality of employment, one young man added: “Because my qualification was 
not higher so I worked at the production instead of working at the maintenance” 
(Graduate 8, 2014). 

4.2.3. Influence of TVET participation on non-material well-being 

This part analyses Hypothesis 3 – the assumed relation between TVET partici-

pation and non-material well-being. The first dimension, ‘improved physical well-
being’, was examined through health and access to health care. As only half of 

all interviewees made a statement concerning their health situation, it has only 

very limited significance. Five individuals reported that their health had deterio-

rated since their graduation which they traced back to the beginning of their cur-

rent employment. One graduate who was working in the factory of an automobile 

company stated: “As we are working we are being exposed to a whole lot of 
things, you know. Our health... maybe the dust, the carbon, the […] chemicals 

around… You are in the industry, so we are being exposed to a whole lot” (Grad-

uate 27, 2014). While ‘electrical installation’ and ‘automobile engineering’ 
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graduates reported bodily problems, ‘business/ secretarial’ graduates who held 

administrative jobs alluded to psychological challenges in the form of enhanced 

stress (Graduates 12 and 16, 2014). These complaints relate to the quality of 

employment, and therefore not directly to TVET.  

Five individuals of all TVET courses indicated an enhanced health status, which 

they directly linked to the time of training. More specifically, four individuals re-

ferred to the care and support of the Salesian community which helped them to 

increase their health, both mentally and physically. One instance mentioned saw 

an individual benefit from counselling to quit using drugs (Graduate 23, 2014). 

Many individuals mentioned the impact of sports on their health: “They increased 
my health in terms of sports because in the hostel most of the time we were doing 

exercise like playing football” (Graduate 5, 2014). In addition, living in the school-

based hostel and doing cleaning exercises seemed to have raised awareness of 

the importance of hygiene and cleanliness (Graduate 4, 2014), which may have 

had a positive impact on efforts to prevent sickness. 

Data indicates that 14 of 26 individuals (54%) did not have valid health insurance 

or access to health care service through their employer at the time of the inter-

view. Seven adolescents indicated that their national health insurance had ex-

pired after their graduation and was invalid. Most had not renewed it in years. 

None of those self-employed had valid health insurance. The reasons named 

among those 14 individuals referred either to the yearly membership costs of 

health insurance (Graduate 4, 2014) or the belief that health insurance is only for 

sick people (Graduate 28, 2014). As many indicated to be able to somehow cover 

the costs for a treatment in the case of sickness – a possibility which goes hand 

in hand with an enhanced income situation – health insurance did not seem to 

constitute a priority for most individuals. In total, nine graduates were found to 

have better access to health care than at the prior time considered. Four individ-

uals became insured for the first time after TVET graduation. Their employers 

insured them under the ‘Health Insurance Scheme’ which means monthly payroll 
deductions as a contribution to the ‘Social Security and National Insurance Trust’ 
(SSNIT) (Adinkrah, 2014).  

Five individuals reported access to health care services through their work. One 

former ‘automobile engineering’ student explained: “My company now provides 
me with a clearance in case of health. We have got a clinic that I could easily be 

attended to” (Graduate 23, 2014). It appears that a better access to health care 

may result from formal employment, particularly in large companies. In total, only 

eight individuals were considered to have attained improved physical well-being, 

while 19 young people indicated that their status had remained unchanged or 

even worsened. The data collected indicates that positive changes in this regard 

mainly relate to changes in an individual’s employment and income situation, and 
hence not directly to TVET participation. 

The second dimension, ‘enhanced social well-being’, assesses whether the indi-

vidual’s state of ‘self-respect and dignity’, ‘self-confidence’, and his or her ‘stand-

ing in the family’ improved in the course of TVET. 17 of 24 individuals who made 
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a relevant statement indicated that their sense of self-respect and dignity had 

increased since their graduation from the DBTI. All of them were engaged in work 

and linked their gains in self-respect and dignity to employment. “I do not really 
depend on, let us say, what mum will give me or what dad will give me. I earn my 

own money”, one young man held (Graduate 28, 2014). Many indicated their fi-

nancial independence and their ability to provide for themselves: “At first, I always 

asked my parents but now I am working. I do not actually ask them anymore” 
(Graduate 34, 2014). A self-employed individual linked his ability to provide for 

himself and his family to his time of training: “That is how I feed my family and 

myself. The institution has really changed me because I was serious with what I 

came to do and because of that I am able to get something out” (Graduate 2, 

2014). Those six individuals who showed no increase in self-respect and dignity 

were either unemployed (Graduate 32, 2014; Graduate 9, 2014), earned very 

little income (Graduate 15, 2014; Graduate 18, 2014), lived off their savings 

(Graduate 10, 2014) or were contributing family workers (Graduate 29, 2014). 

The findings displayed above emphasise the role attributed to employment for 

social well-being. 

Following collected data, 28 of 32 individuals (88%) indicated a heightened sense 

of self-confidence since the beginning of TVET. There seemed to be a growing 

conviction among the graduates that the DBTI had equipped them with a set of 

skills which would allow them to succeed in life. Irrespective of the fact that he 

was working in his parents’ shop, which was unrelated to his training and earned 
him little and irregular income, a fundamental belief in his technical abilities ap-

peared to have given another graduate hope and confidence:  

[T]hose who work at the roadside, they do not have a qualification like I do. […] They 

did not go to the class to study. They just opened their shop and decided to employ 

people who are not - let us say - well-equipped with the automobile field” (Graduate 

29, 2014). 

Growing self-confidence often went hand in hand with pride in having achieved 

something in life and formed the basis for further aspirations: “I have the confi-

dence, I have the hope because I have something done, something I can boost 

off. I am a technician. I am working and I am proud. I am proud of myself” (Grad-
uate 31, 2014). One graduate who had been helped to rehabilitate from his drug 

addiction stated that “the exposure here just made me realise: look, I can be, I 
can do, I can reach whichever height. That is the most valuable thing I learned” 
(Graduate 23, 2014). Many graduates stated that they had gained more self-con-

fidence through participation in extra-curricular activities, for instance by gaining 

a special position in the school. One young woman emphasised: “The cultural 
troupe and being the girls' prefect has given me some confidence to be able to 

speak in public. When I came to Don Bosco I was not able to speak before other 

people” (Graduate 20, 2014). Some graduates referred to the accomplished at-

tachment for their rise in assertiveness (Graduate 18, 2014), while others related 

an increased self-confidence to employment (see Graduate 34, 2014). Overall, 
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findings clearly suggest that TVET participation had a positive effect on the sense 

of self-confidence among graduates. 

The rise in confidence seemed to have developed in line with a higher standing 

in the family, at least for 21 of the 22 individuals who commented on this topic. 

Many reported that the accomplishment of a TVET course and the acquisition of 

skills and knowledge resulted in their being more recognised and respected in 

their family. One working ‘automobile engineering’ graduate explained: 

[A]fter the training […] I used my technical know-how to rule the family. As I have 

been through some training, I am lifting in the family, even though I am not the first-

born, though. But I have been recognised because of the training I went through and 

how I handle issues also (Graduate 24, 2014). 

It seems that higher education on the one hand leads to an increase in recogni-

tion, acknowledgment and trust while on the other hand causing enhanced re-

sponsibility, either in the form of having to help out in technical household work, 

e.g. detecting and solving electricity faults (Graduate 9, 2014), or gaining a job, 

earning money and contributing financially (Graduate 11, 2014). As indicated pre-

viously, many first time workers claimed to have a higher standing in the family 

once they began contributing; those whose families lived in the villages were par-

ticularly expected to share their income (Graduate 16, 2014). All in all, only one 

graduate stated that his standing in the family had not changed over time. Of the 

entire sample, 91% were considered to have reached an enhanced level of social 

well-being since the beginning of TVET. Most individuals clearly linked these im-

provements with their TVET participation, thereby establishing a direct link be-

tween the education and a change in social well-being. 

For the third dimension of non-material well-being, ‘increased security’, 21 of 28 

individuals (75%) stated that they felt safer and securer since their TVET gradu-

ation. Many individuals referred to a better income situation. “It [his life] has se-

cured in a sense that you have a secure job, you know by the end of the month 

you get something for yourself”, a ‘business/ secretarial’ graduate claimed (Grad-

uate 12, 2014). Formal qualification in the sense of certification seemed to also 

elicit a sense of safety (Graduate 14, 2014; Graduate 28, 2014). Other persons 

attributed an enhanced feeling of safety and security to having acquired the skills 

and knowledge necessary for employment (see Graduate 18, 2014; Graduate 30, 

2014). A former ‘electrical installation’ student related his feeling of increased se-

curity to his positive behavioural changes which, in his mind, came about with the 

education at the DBTI (Graduate 3, 2014).  

Six individuals claimed not to feel safer and securer since their graduation. They 

related this status to the state of their finances, meaning enduring dependence 

on the family (Graduate 34, 2014) or responsibility for providing for the family 

(Graduate 26, 2014). Two individuals were unclear in their opinion, stating on the 

one hand an increased sense of security due to having a job while on the other 

hand expressing that their income earned was insufficient (Graduate 22, 2014). 

A perceived insufficient level of certification seemed to cause a common ground 
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for persistent insecurity, and form the basis for the wish for further education 

(Graduate 23, 2014). Nonetheless, the vast majority of individuals seemed to feel 

safer and securer compared to pre-graduation times, which they related to the 

time of training either directly or indirectly by referring to their improved employ-

ment and income situation. 

There did not seem to be a persistent sense of insecurity with regard to the future, 

as many of those who felt unsafe and insecure had a clear vision for their future 

and a strategic plan in mind of how to reach it. When asked about his presumed 

whereabouts in five years’ time, one unemployed graduate stated: “I see myself 
having my own building and having own cars. I am employed working with a big 

company. I am having a lot of income” (Graduate 32, 2014). The majority of grad-

uates indicated that they had a strong belief in themselves and their compe-

tences. A technician working at an international automobile company stated: 

“Five years - I see myself to be a branch manager in another company, you know 

because by then I would gain a lot of certificates that are higher than what I am 

having now” (Graduate 27, 2014). Many graduates intended to use the DBTI cer-

tification to gain access to tertiary education in order to win a better job in the 

future. One young woman looked confidently into the future: “[I]f I move from Don 
Bosco now I will never go hungry because I have something to stand on” (Grad-
uate 21, 2014). 

Many individuals who made reference to their future saw themselves working in 

different positions and in different companies. Even the young woman who was 

in permanent employment strived for better work (Graduate 12, 2014). However, 

only very few individuals indicated that they planned to change their profession 

(see Graduate 28, 2014). Interestingly, only three graduates referred to having a 

family of their own in five years’ time, whereas the remaining interviewees men-
tioned work and finances only. This can be seen as a sign of the young people’s 
ambition regarding their careers. 

Concerning the current employment situation of the working interviewees, only 

one ‘business/ secretarial’ graduate found herself in a secure employment posi-

tion, being a permanent worker. However, a few 2011 graduates had already 

worked for one employer or contract entity for more than two or three years, for 

which reason it is likely that they were permanent workers as well (Graduate 14, 

2014; Graduate 16, 2014). 16 individuals indicated that they held considerably 

secure employment positions, meaning that they either had a working contract 

for one year or had already been working for the same employer or contracting 

entity for at least one year. Hence, 17 of 28 working individuals were found to 

have been in (considerably) employment situations at the time of the interview. 

Some former DBTI students had been offered access to companies, but only on 

fixed employment contracts of no more than one year duration and mostly in low-

skilled positions, such as machine operators (see Graduate 1, 2014). Two grad-

uates indicated that their contracts had recently been renewed for another year 

(Graduate 1, 2014; Graduate 16, 2014). Some workers alluded to the difficulty of 
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even gaining a one-year contract, which required tough negotiations with the HR 

departments of the respective companies and was only issued subsequent to 

excellent performance during attachment (see Graduate 28, 2014).  

Most frequently, employment appeared to build on long-lasting periods of attach-

ment: “After the six months [of attachment], they promised to pick us for the job 
and they gave a probation – another three months – making it nine months, al-

most to a year before we were picked” (Graduate 25, 2014). Frustrated, some 

graduates outlined that while they considered themselves more technically in-

clined than their University or Polytechnic counterparts, they still by comparison 

enjoyed less employment security, less recognition and received less remunera-

tion. Nevertheless, it appeared to be standard operating procedure in companies 

in the industries surveyed to employ TVET graduates on one or two one-year 

contracts before making them permanent workers (Company 1, 2014).  

Those one-year contract-based workers nevertheless found themselves in se-

curer employment situations than their four self-employed peers who commented 

on this topic. An ‘electrical installation’ graduate clearly demonstrated the em-

ployment insecurity in his life: “It [work] is something that comes and goes. It is 

not very stable. So it will be about, maybe after this work, maybe four or five 

months before another one will come” (Graduate 3, 2014). Self-employment is 

known to come along with employment insecurity, unless having a long-term re-

lationship with a contractor who appreciates one’s work and keeps one busy with 

contracts (see Graduate 2, 2014). All in all, 26 individuals were found to have 

improved security in life since their graduation from the DBTI. Although, most 

individuals related this change to employment, some have established more di-

rect links with their participation in TVET. 

The last dimension of ‘non-material well-being’ concerns the question of whether 

graduates enjoyed ‘more freedom to make own decisions and take actions’. One 
graduate stated that he only learned to make his own decisions during TVET: 

“When I came to Don Bosco, [I] learn[ed] to take decisions on [my] own, be hard-

working, have discipline” (Graduate 10, 2014). As already indicated, one young 

man claimed that participation in school activities and the caring help of the Sa-

lesians helped him to quit unhealthy habits, which in turn empowered him to take 

back control of his life (Graduate 23, 2014). One youth explained:  

I applied for Kumasi Poly[technic] to do my HND, not knowing my uncle was not all 

that happy. He wanted me to help him for some number of years before going but 

he could not tell me. So now, I pay for the school fees. I have done everything. I am 

going myself (Graduate 10, 2014). 

Furthermore, it looks as if in many households, parents give their children more 

freedom of decision-making with the accomplishment of education, as they 

equate this with enhanced maturity:  

[T]he time before the training, my mum decided for me because she is the one taking 

care of me, so she decided for me. But after the training she got to know that yes, 
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the son is now matured and can decide for himself. […] Now I am more independent 

than before the training (Graduate 24, 2014). 

The sense of freedom over decision-making appears to have strengthened 

among the majority of young persons with the start of financial independence. 

One working ‘automobile engineering’ graduate held: “I am now employed. I do 

not ask my parents for anything. And I am now free. I can do whatever I want. I 

can choose to go anyplace. But first, I could not do that. But now through the 

training I got employment and now I am free” (Graduate 34, 2014). “After the 
training and the work I am doing, I am free and I take decisions on my own”, 
another graduate claimed (Graduate 5, 2014).  

Even though 31 interviews indicated an enhanced freedom of choice, many in-

terviews also contained statements alluding to constraints in acting out the plans 

or decisions made, and for this reason the indicator was rated as indistinct. While 

many individuals seemed to feel that they had more options through the training, 

they were still hampered to take their desired action, for instance pursuing tertiary 

education, and attributed this mostly to a lack of financial resources (e.g. Gradu-

ate 13, 2014) or the preponderance of moral responsibilities vis-à-vis their fami-

lies (Graduate 20, 2014). A ‘business/ secretarial’ graduate who had been work-
ing at a filling station since graduation explained:  

So whenever I was doing this car this is not my nature. I just want to go to school. 

That is my plan for this thing. But because there is no money... I even wrote my dad. 

There is no money. So I have to manage it small, small. If I get the money, then I 

should further my education. So that place now, it is not for me, it is not my heart to 

work over here. I will be seeing my colleagues, they are in school, they are learning 

different, different things. When I see them I feel bad (Graduate 14, 2014). 

A few young people expressed the wish to be self-employed, but also stated that 

they lacked the financial means to afford the necessary tools and machines or to 

rent a place of business (see Graduate 22, 2014). The DBTI had in the past of-

fered graduates micro-credits to start into entrepreneurship. However, because 

the repayment rate was considered too low to keep the system going, it was 

eventually abolished (Harris, 2014). None of the graduates under study had ben-

efited from such credit system.  

Many graduates seemed trapped in vicious circles and unable to take action. One 

worker explained: “[W]hat I want to buy I can buy it. But in general, because of 

the situation at home refrains me from doing that” (Graduate 11, 2014). While 

some individuals reported to have gained more decision-making power from their 

parents since graduation, one young man reported to be still bound by his par-

ents’ decisions due to his living in the family home (Graduate 29, 2014). In five 

interviews, constraints faced were considered to clearly outweigh the individuals’ 
actual abilities. 

The feeling of responsibility towards their family appeared strong among the 

TVET graduates. The majority of working graduates supported their families with 
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money: “With the income that I get it is difficult to support my family with it. But I 
cannot spend the little I get all by myself. So I need to stretch my hand to help my 

little brothers and my mum, too” (Graduate 2, 2014). One ‘business/ secretarial’ 
graduate, while only earning 90 USD per month, chose to invest the little she had 

into buying her mother a stove to prepare food for selling, thereby contributing to 

the family’s income security. By also supporting her brother, she figured that “if 
everybody is working, then they will not depend on me again”, which implies that 
she held hope of being able to spend her money on her own education in the 

future (Graduate 20, 2014). Some graduates seemed to put their personal pro-

gress second: “When I support my family, I will be left with what I use for transport 

and food. So I find it very difficult to save” (Graduate 8, 2014). The oldest child in 

the family appears to have a particularly high moral obligation (Graduate 26, 

2014) and some have become the main income providers in their family (Gradu-

ates 2 and 24, 2014). 

All in all, the findings indicate that 74% had a greater decision-making ability fol-

lowing TVET graduation. Only two 2013 ‘automobile engineering’ graduates were 
found not to have greater freedom of choice and action at present, which could 

be attributed to their employment and income situations. One young man worked 

casually in a TVET-unrelated area and felt deprived of his abilities to do what he 

really wanted to, while the other was unwillingly unemployed and lacked finance 

to gain further education (Graduates 30 and 32, 2014). 

Summing up and weighing out the various dimensions, the data collected has 

detected an improved overall non-material well-being in 27 of 34 interviews 

(79%). All in all, it seems evidence that employment often served as an important 

intermediate variable to an increased non-material well-being. 

5. Conclusion 

 

Having analysed the empirical data, the following chapter concludes this thesis 

by summing-up, interpreting and deducting implications of its main findings. The 

first section presents the key empirical findings, structured according to the hy-

potheses, and answer the underlying research question. What follows is an inter-

pretation and reflection of the findings against the backdrop of the theoretical 

model and methodology used in this thesis. The next section classifies the find-

ings in an evaluation framework. The final section concludes this thesis with a 

reflection on TVET cooperation and an outlook. 

5.1. Key empirical findings 

Empirical data has indicated tendencies in regard to the hypotheses underlying 

this study. Concerning Hypothesis 1, the results of the data analysis have sug-

gested a high likelihood of an increase in material well-being after TVET partici-

pation, as was presumed by this hypothesis. The analysis has revealed that the 

majority of sampled individuals (68%) experienced an enhanced overall material 
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well-being since their graduation from the Don Bosco Technical Institute. An im-

proved employment situation since TVET graduation, which was found for 79% 

of all interviewed individuals, was broadly identified as the most significant indi-

vidual outcome of TVET. The majority of young people gained their first ever em-

ployment after graduation, an achievement which they largely attributed to their 

TVET participation. This finding suggests that TVET at the DBTI broadly facili-

tated and paved the way for successful labour market integration. Of the entire 

sample, only 15% of 2013 graduates were not absorbed by the labour market. 

They related this mainly to systemic challenges, primarily the (low) level of certi-

fication, or a lack of personal networks. It appears that industrial attachment had 

been a key trajectory to employment for the majority of workers as many of them 

were working in the company of attachment.  

In large part due to an improvement in their employment situation, an increased 

income situation could be observed among the workers, which in turn seemed to 

have positively impacted their ability to save. The housing situation appeared to 

have changed only for very few individuals. Enhanced capital appeared to follow 

one objective – saving – with a clear aim of affording advanced education thought 

to permit access to higher job positions and a better income in the future. Alt-

hough income was generally low among the majority of graduates (gross aver-

age: 123 USD per month, ‘business/ secretarial’ graduates: 70 USD per month), 
individuals seemed to follow the premise ‘save most and spend least’, which was 
reflected in their method of money spending.  

Concerning Hypothesis 2, the results from data analysis also indicated a high 

likelihood of improved employable skills for individuals who were satisfied with 

the quality of their TVET course. Many of those who improved their employability 

during TVET indeed found and managed to maintain adequate employment. Data 

collected shows broad approval of these two interrelated links. However, it must 

be taken into account that direct links between all three variables (good-quality 

TVET leading to enhanced employability leading to adequate employment) were 

only indicated in a limited number of interviews. The link between employable 

skills and adequate employment appears highly affected by third variables, 

mostly relating to the dynamics of the labour market.  

Although graduates from all courses attested to a good quality of TVET, only 

‘business/ secretarial’ and ‘electrical installation’ graduates seemed to have been 
absorbed by their respective industries of choice. It is possible that unemploy-

ment and an inability to find adequate employment may make young TVET grad-

uates question the quality of competences gained. Graduates from the ‘business/ 
secretarial’ course most frequently confirmed this bipartite relation. It appears that 
a combination of a high percentage of practical content, motivating and available 

teachers and available machines contributed to the sophistication of technical 

competences, primarily typing skills, which appear vital for gaining and keeping 

an adequately remunerated job as (assistant) secretary or desk officer. Most 

‘business/ secretarial’ graduates felt well-prepared by their training for the world 

of work, and all of them managed to fit into the labour market. Moreover, all save 
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one young woman were working in the field of training at the time of the interview. 

This finding suggests that the ‘business/ secretarial’ course provides needs-

based trained professionals for the labour market. 

Interestingly, many ‘electrical installation’ and ‘automobile engineering’ graduates 

seemed to have higher demands on the level of technical skills gained throughout 

TVET than their respective industries. The sampled employer representatives 

stated that they required basic technical skills from TVET graduates. If DBTI grad-

uates did not have these skills, it would be questionable why they managed to 

gain and maintain employment in local companies. The 2013 ‘automobile engi-
neering’ cohort clearly indicated no approval of the third hypothesis. This could 
be attributed mostly to a prevalent discontent with the quality of TVET, a feeling 

of inadequate technical skills acquisition, and a broadly failed labour market tran-

sition. Nevertheless, the majority of individuals had adequate employment at the 

time of the interview. Most youths worked in the private sector of the formal econ-

omy, some in global corporations in and around the Tema ‘Heavy Industrial Area’. 
However, the majority worked in low-skilled and low-paid positions that permitted 

only a marginal improvement of material well-being. Higher positions and income 

and employment security appeared to require higher qualification, as was con-

firmed by the employer representatives.  

Another interesting finding concerns the analyses of quality of TVET. Apart from 

the quality indicators examined, many students indicated that the Don Bosco 
Technical Institute has particular characteristics which make the institution posi-

tively stand out among public and private TVET institutions. This broad percep-

tion appeared related to the trusteeship of the institution and the presence of the 

Salesians of Don Bosco – through their way of teaching, being approachable to 

and approaching students and their mentality and methodology of leading the 

institution, the Salesians seemed to have had a positive impact on the develop-

ment process of these youths. In the interviews, many individuals indicated that 

the Salesians supported them in paving their way through life by emphasising 

human relations, teaching moral behaviour and developing work ethic in individ-

uals. Individuals interviewed indicated that graduates from the DBTI are broadly 

known and recognised in the local industrial community for their personal and 

core skills, in addition from their technical skills, an appraisal which employer rep-

resentatives confirmed. Good teachers, an adequate range of extra-curricular ac-

tivities and entrepreneurship training seemed to have made a major contribution 

to the development of these skills. 

Hypothesis 3 was broadly approved, as the findings of the data analysis indicated 

a high likelihood of improved non-material well-being after TVET participation 

(79% of all graduates). However, the findings varied among the different dimen-

sions. In regard to physical well-being, the majority of individuals indicated no 

change in health since having started TVET. An improvement in health status 

was experienced only by a few individuals who indicated that the sports, hygiene 

awareness work and counselling and moral support of the Salesians at the DBTI 

increased their overall health. The same number of graduates reported a nega-

tive change in their health situation, both physically and psychologically since 
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having started working. Better access to health care was experienced only by 

working individuals, as some gained access to health services at their workplace 

or were insured by their employer. Most individuals had invalid national health 

insurance. It seems that there was no conscious and fully developed perception 

of health and health care among the majority of graduates. 

Broad positive developments after TVET graduation were experienced in the di-

mensions of social well-being and security. It appears that the competences 

gained during TVET, foremost technical skills, triggered an enhanced self-confi-

dence and a higher standing in the family among the graduates. In many families, 

higher levels of education appear to be equated with enhanced maturity which in 

turn means higher expectations and more responsibility. The majority of inter-

viewed individuals also indicated enhanced security. Having gained education 

and training, they appeared to face their future with confidence. Most graduates 

presented themselves content with their choice of trade and confident that they 

would find adequate employment (or a better job) in their field of training in the 

future. Graduates appeared on track to self-realisation, with TVET having paved 

their way to employment and a better livelihood.  

The majority of adolescents indicated feeling an increasing sense of independ-

ence and more freedom of choice in life since having completed TVET. Individu-

als indicated having more opportunities and decision-making ability thanks to 

their TVET qualifications. The majority stated that they had gained the ability to 

support their family and friends either financially or with their technical skills 

gained during TVET. This in turn may enhance their standing in the community 

and their social development. Although the majority of individuals seemed to feel 

more freedom since having attended TVET, many individuals were hampered in 

taking action and making use of their range of opportunities – e.g. gaining higher 

education – due to financial constraints and an increased (financial) responsibility 

vis-à-vis their families. It seems that TVET participation broadened these individ-

uals’ minds and increased their opportunities and freedoms, yet their socio-eco-

nomic context still held them back from self-realisation. 

All in all, findings from the empirical analysis suggest broad approval of the three 

hypotheses. It appears that the majority of TVET graduates had indeed experi-

enced an enhanced material and non-material well-being since their graduation 

from the DBTI, and that this could either indirectly – through their employment – 

or directly be attributed to their TVET participation. The most evidence for a direct 

relationship between TVET participation and individual well-being was delivered 

for the following indicators: better employment situation, more self-confidence, 

higher standing in the family, confidence in the future. 

Based on the above findings and taking into account that they reflect indicative 

data, the underlying research question (To what extent and how does participa-
tion in TVET positively impact on the well-being of young people from low socio-
economic backgrounds?) is answered as follows: Through the transfer of a set of 

skills – primarily technical skills, personal skills, and core work skills – TVET at 
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the Don Bosco Technical Institute may contribute to an overall improvement of 

well-being of young people from low socio-economic backgrounds. TVET partic-

ipation has a positive influence on both material and non-material dimensions of 

human life, although not all dimensions may be affected by the same intensity. At 

the same time, all dimensions of human well-being appear to be intertwined. 

While some effects may be directly related to TVET participation, the majority of 

may be attributed to a better employment situation and increased income and 

may therefore indirectly relate to education and training.  

The motive behind and most valued outcome of TVET from the perspective of the 

individual participants is employment and economic empowerment. Through 

TVET young people may gain or enhance their employable skills. This increases 

their chance to find and take up employment, often facilitated through the accom-

plishment of an industrial attachment. By gaining adequate technical compe-

tences, relevant work experience and personal skills (work ethic) graduates are 

equipped to find employment in their respective sector. Complementary core 

work skills (communication and team work) and entrepreneurial skills (customer 

relations) may enhance their chance of keeping employment.  

For young people from low socio-economic backgrounds, being able to take up 

employment and gain own income, even if low-payed, may impact on their entire 

living situation. During TVET they may struggle to satisfy their basic needs or to 

pay their school fees and after TVET they may be able to take up employment, 

earn an own income and support their family. With the completion of TVET and 

the start of financial contribution, individuals may gain a higher standing in the 

family. They may also get a different self-perception through education and train-

ing, develop pride for having achieved something valuable in life. Entering TVET 

with low expectations, individuals leave TVET with a set of options, enhanced 

self-confidence and confidence in the future. 

5.2. Theoretical and methodological reflections 

This part interprets the key findings with regard to the theoretical framework and 

methodological approach used. The findings from the empirical investigation con-

firm the basic suppositions of prevailing human capital theory on the individual 

level, namely that TVET participation would lead to an increase of employability 

which in turn enhances the possibility of gaining employment and improving live-

lihoods. The empirical findings concerning the employment and income situation 

of TVET graduates suggest that the assumptions of human capital theory in re-

gard to TVET apply to the sample, although higher earnings do not benefit all 

individuals in the same way. Human capital theory would also fail to explain non-

material effects which emerged as a direct result from TVET. 

Compared to human capital theory, the ‘Capability approach’ attributes an intrin-

sic role to skills-acquisition, hence offering an explanation for the rise of diverse 

effects arising directly from TVET participation. The empirical research conducted 

confirmed the underlying assumptions of the ‘Capability approach’ and more re-

cent literature holding that TVET may lead to an increase in the capability set of 
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graduates, taking into account the variety of employable skills gained during 

TVET. Many graduates indicated that TVET has functioned as a door opener and 

paved the way for many positive developments in material and non-material well-

being dimensions. Findings show that TVET acts as a capability in itself by giving 

individuals formal access to advanced education, as well as a means to develop 

or enhance capabilities, such as literacy or technical skills. Empiric observation 

shows that these capabilities enabled a number of individuals to realise function-
ings, such as having paid work and being safe. It was also shown that the sense 

of freedom and independence was touched. 

Even though the approach of this study lays a focus on the micro-level and cannot 

reflect on broader social and economic levels, in personal communications many 

TVET graduates referred to the meso-level when it came to explaining challenges 

of gaining access to the labour market. Interestingly, many young people alluded 

to corruption and nepotism as challenges in gaining employment. Personal net-

works or support from a personal advocate were named as pivotal prerequisites 

for successful labour market integration.  

Having evaluated empirical findings in the light of the theoretical model, the meth-

odological approach followed in this thesis also requires reflection. The selected 

research design offers an exemplification of perceived relations between TVET 

participation and individual well-being, based on individual viewpoints. Findings 

of the empirical field study display a snapshot and are indicative of the group 

under study, namely (1) 34 young people who have participated either in the ‘au-
tomobile engineering’, ‘electrical installation’, or ‘business/ secretarial’ TVET 

courses at the Don Bosco Technical Institute and who graduated either in the 

year 2011 or in the year 2013, and (2) three employer representatives of three 

companies located in Tema, Ghana, at which some of them had accomplished 

an industrial attachment or gained employment.  

Both samples are small and not representative for the entire TVET sector in 

Ghana. The main sample is not representative for the entire population of TVET 

graduates in Ghana (or the entire population of DBTI graduates, or the entire 

group of graduates of the respective TVET courses). The sub-sample is not rep-

resentative for the entire labour market in Ghana (or the entire group of employer 

representatives of companies which employed TVET graduates, or the entire 

group of employer representatives of companies which employed DBTI gradu-

ates). Furthermore, the field study did not include a control group, and thus an 

impact of TVET participation on individual well-being (correlation) cannot be ro-

bustly ascribed even though some individuals explicitly indicated a relation be-

tween their TVET participation and changes in their personal well-being. Attribu-

tion gaps remain, taking into account also the variety of third variables which may 

have impacted upon the findings. 

Additional methodological limitations evolve from the operationalisation, which is 

based on a number of assumptions that may be subjective and debatable. One 

instance of this is the assumption that a practical component can be considered 
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adequate if amounting to a minimum of 50% of institution-based time. One addi-

tional methodological flaw in the operationalisation concerns the fact that certain 

indicators, namely food, appearance, and physical environment, were not opera-

tionalised due to a perceived complex assessment that led to some dimensions 

of well-being not being assessed in their entirety. Moreover, the selection of quan-

titative indicators for measurability proved insufficient to understand the complex-

ity of topics.  

One more general challenge encompassed in the selected methodological ap-

proach concerns the comparison of timeframes, meaning the gathering of infor-

mation on different life stages, specifically pre- and post-TVET well-being status. 

Gaining relevant data on a variety of topics on both points in time proved a chal-

lenge during the interview conduct. The narrative interview which was used to 

gain the required flashback/ retro perspective data proved time-consuming and 

allowed the interviewer less influence on the content. 

5.3. Within a broader framework of analysis 

Empirical analysis has shown that the main motives behind TVET participation 

are employment and increased earnings. Most projects and programmes in TVET 

cooperation target employability and employment, which is the reason why they 

are mostly assessed according to how well they achieve these goals. This thesis 

did not strive to undertake an evaluation of DBTI-offered technical and vocational 

education and training. However, apart from the methodological limitations (no 

control group), it certainly comprises elements of an evaluation. Like the TVET 

synthesis report of Bread for the World, this study explored micro-level effects of 

TVET participation. A focus on TVET recipients and the overall methodological 

approach followed in this thesis allowed for the gaining of valuable in-depth infor-

mation on assumed relations between TVET and different dimensions of human 

well-being, which may certainly constitute a useful contribution to a broader as-

sessment on the value of TVET.  

By examining the acquisition of employable skills in the course of TVET, this 

study explored the DAC principle of ‘Effectiveness’. The ‘Effectiveness’ of DBTI-
provided education and training would probably be rated as ‘good’ after taking 
into account the number of graduates who have gained adequate employable 

skills and the quality of TVET. Certainly, impact measurement underlies the at-

tribution gap and requires a rigorous evaluation approach that integrates quasi-

experimental designs (control groups); however, a survey of labour market tran-

sitions of sampled graduates in the empirical study also provided indicative infor-

mation on effects on the individual impact-level. 

An evaluation would provide data on higher aggregated impacts and examine the 

remaining DAC criteria for evaluations, namely ‘Relevance’, ‘Efficiency’ and ‘Sus-
tainability’, which would be interesting for the case under study in order to be able 

to assess the education and training at the DBTI in its entirety. One particularly 

interesting criterion for this study is ‘Relevance’, as it concerns the question of 

whether TVET graduates received adequate needs-based training in order to be 
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absorbed by the labour market. On a higher aggregated level, ‘Relevance’ looks 

at whether the measures’ objectives are geared towards an overall development 

goal. Looking at the labour market transition rate of sampled DBTI graduates, 

one could suggest that on the micro-level the TVET courses ‘business/ secretar-
ial’ and ‘electrical installation’ are relevant because all but one ‘business/ secre-
tarial’ graduates are working in the field of their training. Furthermore, many em-

ployments developed from industrial attachment and have been held ever since, 

which can be interpreted as a sign of correspondence between acquired compe-

tences and the need of employing companies. 

Based on the empirical data, the third course, ‘automobile engineering’, appears 
less relevant and needs-based. Of the 2013 cohort, those three (out of six) per-

sons who do work are not working in the field of their training. This finding sug-

gests an extension of empirical research in order to validate or refute these find-

ings. If the challenge of labour market transition has indeed been experienced 

among the majority of graduates over the past years, then the institution would 

have to seriously consider modifying or abolishing this TVET course. However, 

these decisions should be based on large-scale qualitative and quantitative em-

pirical research and take into account trends and dynamics of the labour market 

and sector employment flows. Another question is what benefits and livelihood 

particular economic sectors in which people are trained can provide. A look at 

market trends and booming economic sectors could open up new training sec-

tors. It is, however, questionable whether an institution that is bound to national 

regulations such as the Don Bosco Technical Institute – foremost in the setting 

of curricula – in return for government financial support is flexible enough to adapt 

to the changing needs of a labour market, although it has reacted to market dy-

namics in the past. Furthermore, one may question the involvement of the gov-

ernment in this regard, and ask whether the Ghanaian government is not respon-

sible for matching the economy with equipped skilled workers.  

One systemic challenge of all technical students, particularly ‘automobile engi-
neering’ graduates, seems to be the level of formal qualification gained from 

TVET which could be eased through partnerships with tertiary education institu-

tions to facilitate the gradual transition into higher education for those interested. 

In any event, institutions should constantly stay informed about the situation on 

the labour market, maintaining direct contact with the respective sectors of train-

ing on the labour market in order to assure needs-based education and training. 

For this reason, thorough evaluations are of great importance to any TVET pro-

vider. Links with the industry appear highly important for relevant TVET in order 

to increase opportunities for successful and smooth labour market transitions 

which can be facilitated through industrial attachment. 

Relevance’ also allows a deeper look into the quality of employment and the ac-
tual use of acquired skills. The majority of working graduates expressed their sat-

isfaction about being employed but indicated general caveats with regard to their 

working position, feeling that they could not use the full range of acquired skills 

at their workplace while earning at a low level. It appears that for most individuals 
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post-graduation employment was only considered a temporary stage to acquire 

capital for advanced education. One could ask whether TVET has failed to reach 

its objective of employability if the majority of young people feel obliged to further 

their education in order to gain a decent job or whether this development simply 

reflects workplace and wage structures. Graduates complained about the low in-

come that they were paid; however, taking into account their socio-economic 

background and the fact that some of them are the main income providers in their 

family today, it seems that the opportunities which arose with TVET participation 

have contributed to poverty reduction on the level of the individual (and the fam-

ily).  

5.4. Reflections on TVET cooperation and outlook 

Examinations and assessments of TVET – be they in the form of qualitative small-

scale and micro-level analyses or in the form of quantitative, large-scale and 

multi-perspective evaluations – are crucial for stakeholders in development co-

operation and stakeholders worldwide who invest in technical and vocational ed-

ucation and training. Without assessment, there can be no learning process, and 

this is crucial for further development. As a form of education, TVET has been on 

the rise in many countries worldwide and taking into account the large numbers 

of basic education leavers and the broad assumption that TVET can reduce youth 

unemployment, it is likely to prevail in this position. Some governments in the 

global South, amongst them the Ghanaian, understand TVET as a means of ef-

fective poverty reduction and have integrated the promotion of TVET into their 

national policy for poverty reduction (e.g. Ghana’s ‘Vision 2020’). This in turn en-
courages donors increasingly bound to results-oriented cooperation and apprises 

them of the need to invest into this education sector. 

As a small contribution to the learning process in international TVET cooperation, 

the following key suggestions regarding post-basic education formal TVET provi-

sion can be drawn from this thesis: 

(1) A combination of a high percentage of practical training, the accomplishment 

of industrial attachment, qualified and motivated teachers and properly 

equipped training facilities contribute to the gaining of adequate technical 

skills which are relevant for gaining employment in the respective field of 

training, thereby allowing for economic empowerment. An industrial attach-

ment may compensate inadequately limited practical training by offering 

practical work experience. It may furthermore contribute to the gaining of ad-

ditional skills, such as technical expertise or customer relations and it may 

pave the way to employment based on good performance and a good track 

record with employers. Geographical proximity to relevant industrial areas 

seems important in order to ensure that students do not quit the internship 

due to financial problems, as most attachments are either unpaid or remu-

nerated with small allowances only. 

(2) In order to ensure high effectiveness, TVET provision should be based on the 

needs of the labour market. This requires tracer studies and contact mainte-

nance with former students in order to place TVET courses under constant 
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review and scrutiny. Consistent exchanges and cooperation with the private 

sector, as well as studies of the national economy (rising industries or inno-

vative new branches requiring particular professional labour) and labour mar-

ket are prerequisites to the provision of beneficial TVET. Needs-based TVET 

acquisition also requires the flexibility to make alterations to TVET course 

offerings in the event that they prove inadequate. Cooperation with the private 

sector may enable students to find attachments or employment with more 

ease. Industry links may culminate in partnerships which may allow for better 

furnishing of TVET programmes with company-provided equipment and 

tools. TVET institutions can organise job fairs and career days which may 

further enhance employment chances and give youth a realistic view on the 

job market and required job profiles. 

(3) It is advisable to incorporate the acquisition of personal and key working 

skills, particularly communication skills and work ethic, into the methodology 

and philosophy of TVET programmes. In this regard, entrepreneurship train-

ing or awarding of positions within the school appear to contribute. Acquired 

social skills not only help youth gain adequate employment but also to gain a 

better social standing in their communities. 

(4) If a TVET provider aims at catering for a particular social group, the TVET 

system should be adapted to that target group. In the case of youth from poor 

families, for instance, the institution should make sure that youth are able to 

complete their training without interruptions due to financial distress (e.g. pay-

ment of school fees). Scholarships and part-time or short courses which allow 

individuals to work next to their studies may constitute viable options to coun-

ter these challenges.  

(5) It appears that quite a number of graduates endeavour to set up their own 

businesses. They are, however, confronted with a lack of assets for realisa-

tion. TVET institutions could provide them with basic tools or integrate small 

micro-finance units which upon advice and consultancy could lend financial 

support to enable youth entrepreneurship. 

Certainly, the empirical research and analysis has raised various questions which 

should be addressed in further research. Further research should be conducted 

on TVET provided by the DBTI in order to detect whether the courses are de-

mand-oriented, which they would be required to be in order to satisfy the DBTI’s 
objective of employability. It would be advisable to conduct a broader empirical 

study examining the labour market transition processes of a larger sample of 

graduates from all offered TVET courses and from various graduation years. The 

empirical study could serve as a qualitative pre-study which could be furthered in 

the course of a quantitative research design entailing a larger sample and a con-

trol group to make robust suggestions. Furthermore, one could repeat the empir-

ical field study with the same main sample in five or ten years’ time, which may 
give an indication of the role of TVET in the long-term. 

Another possible research area would be to use a comparative design and com-

pare the labour market transition rates of the institution under study to that of 

another formal TVET providing institution in Ghana which offers the same 
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courses. Such comparison could point at ‘Do’s and Don’ts’ in a particular sector. 

A cross-sectional research of formal TVET in Ghana entailing empirical data from 

all state and private formal TVET providers in Ghana as regards the offer of TVET 

courses, costs and up-to-date labour market transition analyses (in the respective 

fields of training) would be of great use to a variety of stakeholders, primarily 

graduates and industry. Integrating non-formal and informal TVET offers into the 

research could also provide an interesting field of exploration, as one could test 

the broad assumptions that people who undergo non-formal and informal are 

more likely to work in the informal sector of the economy than people who com-

plete school-based formal TVET.  

The empirical analysis focused on one TVET providing institution in Ghana. It 

would certainly be interesting to extend this research beyond the national level to 

include other West African countries, such as Nigeria whose government has also 

elevated TVET prominently on its development agenda, and to conduct a regional 

cross-sectional study. Such an undertaking may create synergies and reciprocal 

learning, for instance when exploring in how far TVET has contributed to the suc-

cessful rise of the IT industry in Rwanda under Paul Kagame. 
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Annex: Overview of personal communications 

Main sample: DBTI graduates (interviews; transcribed)21 

Graduate 
 

Course Place of interview Date 

Graduate 1 Electrical installation DBTI, Ashaiman, Ghana 07/11/2014 

Graduate 2 Electrical installation DBTI, Ashaiman, Ghana 13/10/2014 

Graduate 3 Electrical installation DBTI, Ashaiman, Ghana 14/10/2014 

Graduate 4 Electrical installation DBTI, Ashaiman, Ghana 28/10/2014 

Graduate 5 Electrical installation DBTI, Ashaiman, Ghana 17/10/2014 

Graduate 6 Electrical installation DBTI, Ashaiman, Ghana 11/11/2014 

Graduate 7 Electrical installation DBTI, Ashaiman, Ghana 07/11/2014 

Graduate 8 Electrical installation DBTI, Ashaiman, Ghana 09/10/2014 

Graduate 9 Electrical installation DBTI, Ashaiman, Ghana 10/11/2014 

Graduate 10 Electrical installation DBTI, Ashaiman, Ghana 10/11/2014 

Graduate 11 Electrical installation DBTI, Ashaiman, Ghana 10/10/2014 

Graduate 12 Business/ Secretarial DBTI, Ashaiman, Ghana 23/10/2014 

Graduate 13 Business/ Secretarial DBTI, Ashaiman, Ghana 20/11/2014 

Graduate 14 Business/ Secretarial Company 32, Ashaiman, 
Ghana 

18/11/2014 

Graduate 15 Business/ Secretarial DBTI, Ashaiman, Ghana 28/10/2014 

Graduate 16 Business/ Secretarial DBTI, Ashaiman, Ghana 16/10/2014 

Graduate 17 Business/ Secretarial DBTI, Ashaiman, Ghana 11/10/2014 

Graduate 18 Business/ Secretarial DBTI, Ashaiman, Ghana 19/11/2014 

Graduate 19 Business/ Secretarial Company 21, Ashaiman, 
Ghana 

20/11/2014 

Graduate 20 Business/ Secretarial Company 22, Ashaiman, 
Ghana 

13/11/2014 

Graduate 21 Business/ Secretarial DBTI, Ashaiman, Ghana 08/10/2014 

Graduate 22 Automobile engineering DBTI, Ashaiman, Ghana 30/10/2014 

Graduate 23 Automobile engineering DBTI, Ashaiman, Ghana 21/10/2014 

Graduate 24 Automobile engineering DBTI, Ashaiman, Ghana 22/10/2014 

Graduate 25 Automobile engineering Company 3, Tema, Ghana 24/10/2014 

Graduate 26 Automobile engineering DBTI, Ashaiman, Ghana 16/10/2014 

Graduate 27 Automobile engineering Company 3, Tema, Ghana 24/10/2014 

Graduate 28 Automobile engineering Company 3, Tema, Ghana 24/10/2014 

Graduate 29 Automobile engineering DBTI, Ashaiman, Ghana 09/10/2014 

Graduate 30 Automobile engineering DBTI, Ashaiman, Ghana 10/11/2014 

Graduate 31 Automobile engineering DBTI, Ashaiman, Ghana 10/10/2014 

Graduate 32 Automobile engineering DBTI, Ashaiman, Ghana 09/10/2014 

Graduate 33 Automobile engineering DBTI, Ashaiman, Ghana 17/10/2014 

Graduate 34 Automobile engineering DBTI, Ashaiman, Ghana 09/10/2014 

 
Sub-sample: Employer representatives (interviews, transcribed, electronic com-
munication)22 

Company 
 

Form of communication Place of interview Date 

Company 1 Personal interview, elec-
tronic communication 

Company 1, Tema, Ghana 12/11/2014 

Company 2 Personal interview Company 2, Tema, Ghana 14/11/2014 

Company 3 Personal interview, elec-
tronic communication 

Company 3, Tema, Ghana 24/10/2014 

                                                     
21 Transcripts or protocols of interviews may be requested from the author. 
22

 Transcripts or protocols of interviews and electronic communication may be requested from the author. 
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