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ABSTRACT

This study examined the effectiveness of AgriSETA-accredited learnerships in developing
technical and entrepreneurial capabilities among trainees in the Eastern Cape Province. It further
investigated the extent to which these competencies were translated into sustainable post-training
employment or enterprise activity. Guided by Institutional Theory, the Resource-Based View, the
Functional Theory of Value, and the Unified Theory of Acceptance and Use of Technology, the
study adopted an explanatory sequential mixed-methods design. A survey of 230 former learners
identified patterns in competence development and early post-training outcomes, followed by
semi-structured interviews with facilitators, host employers, and AgriSETA officials that explored
how competencies were interpreted and applied within real-world agricultural production and

training environments.

The findings indicate that the learnerships consistently strengthened technical agricultural skills,
which emerged as the most stable and reliably achieved outcome. Entrepreneurial and digital
competencies were less consistently developed and more difficult for trainees to apply
independently. Structural constraints, including limited access to finance, insecure production
space, weak market linkages, and the absence of structured post-training support, significantly
restricted the transition from competence to sustainable economic participation. These conditions

help explain the limited predictive strength of competence variables in the regression analysis.

The study contributes theoretically by integrating Institutional Theory, the Resource-Based View,
the Functional Theory of Value, and UTAUT to explain how capability, opportunity and support
interact within vocational training systems. Methodologically, it demonstrates the value of mixed-
methods designs for identifying how structural conditions shape learner trajectories in rural and
resource-constrained settings. Empirically, it provides rare, context-specific evidence on the
outcomes of agricultural learnerships in the Eastern Cape Province. Practically, it offers
recommendations for strengthening curriculum integration, facilitator preparation, institutional
coordination, and post-training support mechanisms. A framework is proposed to illustrate how
technical competence must align with opportunity structures and ongoing support for skills

development programs to yield meaningful and sustained post-training progression.
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CHAPTER 1: INTRODUCTION AND BACKGROUND OF THE STUDY

1.1 INTRODUCTION

South Africa continues to face persistent challenges in aligning its education and training
systems with the demands of a rapidly evolving economy. Despite significant investment in
skills development, unemployment, particularly among young people, remains critically high
(Mseleku, 2024). This mismatch between training outputs and labour market needs has

weakened national efforts to promote entrepreneurship and inclusive economic participation.

Sector Education and Training Authorities (SETAs) were established through the Skills
Development Act 97 of 1998 to strengthen the relevance and impact of vocational programmes
(W&R SETA, 2024). Among these, the Agriculture Sector Education and Training Authority
(AgriSETA) plays a central role in developing technical and entrepreneurial capability within
the agricultural sector. Its mandate includes supporting employability, strengthening

productivity, and advancing the development of emerging farmers (AgriSETA, 2024).

However, evidence suggests that despite substantial state funding, AgriSETA learnerships have
not consistently translated into sustainable entrepreneurial outcomes. Many graduates struggle
to access markets, secure employment, or establish viable enterprises after completing training
(AgriSETA, 2023). These outcomes reflect persistent constraints, including limited post-
training support, restricted access to finance and land, variable workplace exposure, and uneven

programme implementation.

Entrepreneurship remains a national priority, particularly in rural provinces such as the Eastern
Cape, where agricultural activity is central to local livelihoods and economic participation (EC
Department of Agriculture, 2025). However, research suggests that current learnerships often
emphasise technical training without sufficiently embedding business development, innovation,
or digital competencies, which are increasingly required in modern agriculture (Mtotywa &

Motaung, 2024).

This study examines the effectiveness of AgriSETA-accredited learnerships in promoting
entrepreneurial growth in the Eastern Cape Province. It evaluates how programme design,
learner experiences, institutional mechanisms, and contextual conditions shape training

outcomes. An explanatory sequential mixed-methods design underpins the research, combining



quantitative patterns with qualitative insights to provide a comprehensive understanding of

learnership effectiveness.

The study draws on four theoretical perspectives: Institutional Theory, the Resource-Based
View (RBV), the Functional Theory of Value, and the Unified Theory of Acceptance and Use
of Technology (UTAUT). Together, these theories offer a structured lens for analysing how
institutional arrangements, resource endowments, programme value, and technology adoption

influence entrepreneurial outcomes (Kar, 2025).

This chapter introduces the rationale for the study, outlines the research problem, and presents

the aims, objectives, research questions, expected contributions, and structure of the thesis.

1.2 BACKGROUND OF THE STUDY

South Africa continues to experience severe structural unemployment despite sustained
investment in human capital development and vocational training (Stat SA, 2025). Youth
unemployment remains above 60%, reflecting a persistent mismatch between educational
outputs and labour market absorption. These conditions have strengthened the national emphasis
on demand-driven skills development, workplace learning, and sector-based training

interventions.

The Skills Development Act 97 of 1998 established the framework for Sector Education and
Training Authorities (SETAs), intended to improve the relevance, quality, and labour market
responsiveness of vocational programmes (Botha & Havemann, 2025). Within this system,
AgriSETA plays a strategic role in supporting agricultural productivity, food security, and the
development of emerging farmers. Its learnerships combine structured theoretical instruction
with practical workplace exposure, enabling trainees to acquire technical competence and

foundational entrepreneurial awareness.

However, national and provincial evaluations indicate that the transition from training to
economic participation remains uneven. While many graduates report gains in technical
knowledge, only a limited proportion progress into sustainable self-employment or secure
agricultural employment (Rogan et al., 2020). Constraints include weak post-training support,
limited market access, restricted access to land and finance, and fragmented institutional

coordination. These challenges are particularly pronounced in rural settings.



The Eastern Cape Province provides a relevant context for examining these dynamics. The
province has a strong agricultural base, yet faces persistent poverty, limited infrastructure, and
constrained agricultural value chains (Nontu et al., 2024). Learnerships have the potential to
strengthen local livelihoods, but their effectiveness depends on institutional coherence,

curriculum relevance, and the availability of enabling resources.

From a theoretical perspective, there is limited integration of institutional, behavioural, and
resource-based explanations of learnership outcomes within the agricultural sector. Existing
studies often focus on enrolment and completion rates rather than the mechanisms that support
or hinder entrepreneurial progression (Seti et al., 2025). This study addresses this gap by
examining how institutional structures, programme design, learner competencies, and

contextual factors interact to influence post-training outcomes.

This background provides the foundation for the research problem, demonstrating the need for
an evidence-based evaluation of AgriSETA-accredited learnerships and their contribution to

entrepreneurial development in the Eastern Cape Province.

1.3 MOTIVATION FOR THE STUDY

This study is motivated by the persistent gap between South Africa’s skills development efforts
and the country’s long-term economic participation outcomes. Despite substantial public
investment in vocational training, including learnerships, evidence shows that a significant
proportion of graduates do not transition into sustainable employment or entrepreneurial activity
(Chowa et al., 2025). This raises critical questions about the relevance, design, and

implementation of existing programmes, particularly within the agricultural sector.

The agricultural sector is central to national economic development, social stability, and rural
livelihoods. AgriSETA learnerships were introduced to strengthen technical capabilities,
support emerging farmers, and expand entrepreneurial participation across the agricultural value
chain. However, available research suggests that many graduates struggle to leverage these skills
in a meaningful economic way (Rabie & Cornelissen, 2023). Weak post-training support,
limited access to land and finance, insufficient mentorship, and fragmented institutional

coordination contribute to constrained outcomes.

From an academic standpoint, there is a clear need to deepen empirical understanding of how

3



learnerships influence entrepreneurial intentions, readiness, and long-term progression. Existing
studies often focus on compliance, enrolment, or satisfaction metrics, rather than on the broader
institutional and contextual mechanisms that shape entrepreneurial capability (Nevondwe &
Ngwenya, 2025). There is also limited integration of multi-level theoretical perspectives that

link individual competencies to institutional structures and enabling environments.

The motivation for this study, therefore, rests on three considerations. First, evaluating
learnership effectiveness is essential to strengthening South Africa’s broader skills development
strategy. Second, examining these programmes in the Eastern Cape Province offers insight into
how rural and resource-constrained contexts influence training outcomes. Third, analysing
learnerships through a combined institutional, resource-based, behavioural, and value-oriented
lens provides an opportunity to advance theoretical understanding of entrepreneurship education

within vocational settings.

This study is motivated by a commitment to generating evidence that can inform policy
refinement, institutional improvement, and programme design, while contributing to the broader

scholarly debate on skills development and entrepreneurship in South Africa.

1.4 RESEARCH PROBLEM

AgriSETA learnerships are designed to support both employability and entrepreneurship within
the agricultural sector; however, the extent to which these programmes lead to sustainable
entrepreneurial outcomes remains unclear. Although trainees often report gains in technical
competence, the limited evidence suggests that successful transitions into viable enterprise
creation or long-term economic participation are not always achieved (Rabie & Cornelissen,
2023). This suggests a misalignment between programme design, learner needs, and the broader

institutional and contextual conditions required for entrepreneurship.

Existing literature highlights several constraints that hinder post-training progression, including
limited access to land and finance, insufficient post-training support, weak institutional
coordination, and variability in workplace exposure (Chipfupa et al., 2023). These structural
barriers significantly affect the ability of learners, particularly those in rural provinces such as

the Eastern Cape, to convert training into meaningful livelihood opportunities.

At the same time, theoretical analyses of learnerships often treat them as discrete training

4



interventions rather than as components of a broader institutional and economic ecosystem. As
a result, there is an inadequate understanding of how competencies, resource availability,
institutional arrangements, technology adoption, and learner perceptions interact to shape

entrepreneurial outcomes (Rabie & Cornelissen, 2023).

The core research problem is that the effectiveness of AgriSETA-accredited learnerships in
promoting entrepreneurial growth in the Eastern Cape Province has not been sufficiently
examined. There is limited empirical evidence and limited theoretical integration explaining
whether these programmes provide the competencies, support, and enabling conditions required
for trainees to initiate and sustain entrepreneurial activity. Addressing this gap is essential for

enhancing the value, relevance, and impact of South Africa’s skills development system.

1.5 AIMS OF THE STUDY

This study aims to evaluate the effectiveness of AgriSETA learnership programmes in
facilitating entrepreneurial progression among participants in the Eastern Cape Province, South
Africa. The study examines how participation in learnership training contributes to competency
development and how programme design, institutional conditions, and resource constraints

influence the translation of acquired competencies into sustainable entrepreneurial outcomes.

1.6 OBJECTIVES OF THE STUDY

1. To determine the extent to which participation in AgriSETA learnership programmes
significantly enhances technical, business, and entrepreneurial competencies among

programme beneficiaries.

ii. To analyse how programme design and delivery factors, including training quality,
curriculum relevance, workplace exposure, and support mechanisms, influence

variations in competency development outcomes.

iii. To examine the moderating role of individual resources and structural conditions,
including access to finance, production assets, networks, and institutional support, in
shaping participants’ transition from training participation to entrepreneurial

engagement.

iv. To evaluate the predictive relationship between competency development, contextual
5



constraints, and post-training entrepreneurial outcomes, including enterprise initiation,

employment pathways, and sustainability of economic participation.

1.7 HYPOTHESES OF THE STUDY

In line with the explanatory sequential mixed-methods design and the use of inferential
statistical analysis in the quantitative phase, the study formulates the following hypotheses

derived from the theoretical framework.

i.  HI: Participation in AgriSETA learnership programmes is positively associated with
higher levels of technical, business, and entrepreneurial competency development

among beneficiaries.

ii. H2: Programme design and delivery factors, including training quality, curriculum
relevance, workplace exposure, and support mechanisms, significantly predict variations

in competency development outcomes.

iii. H3: Access to individual and institutional resources, including finance, productive
assets, networks, and support structures, moderates the relationship between competency

development and entrepreneurial engagement.

iv. H4: Higher levels of competency development significantly increase the likelihood of
post-training entrepreneurial outcomes, including enterprise initiation, employment

absorption, and sustained economic participation.

1.8 RESEARCH QUESTIONS

1.8.1 Main research question

To what extent do AgriSETA learnership programmes facilitate entrepreneurial progression

through competency development under varying programme design and structural conditions?

1.8.2 Secondary research questions

1. What programme-related constraints influence the effectiveness of learnership

training in developing entrepreneurial competencies?



il. How do structural and contextual limitations affect participants’ transition into

entrepreneurial activity and commercialisation pathways?

1il. How does the integration of entrepreneurship, innovation, and digitalisation within

the curriculum influence entrepreneurial readiness?

iv. What role does entrepreneurship education play in enhancing market absorption and

sustainable livelihood opportunities?

1.8.3 Literature Review and Theories Adopted in the Study

The study is grounded in a comprehensive review of literature on skills development,
entrepreneurship education, and vocational training within the South African context. The
review identifies a persistent gap between policy intentions and programme outcomes,
particularly regarding the ability of SETA learnerships to generate sustainable entrepreneurial

activity (O'Neil et al., 2023).

To interpret these dynamics, the study adopts an integrative theoretical framework that combines

four complementary perspectives:

e Institutional Theory, which explains how organisational structures, policy frameworks,
and social norms influence the design and performance of learnership programmes

(O'Neil et al., 2023).

e The Resource-Based View (RBV), which examines how access to tangible and
intangible resources determines learners’ capacity to establish and sustain enterprises

(Colombo et al., 2024).

e The Functional Theory of Value, which focuses on the perceived value and relevance of

training in shaping learner motivation and engagement (Ludwiczak, 2025).

e The Unified Theory of Acceptance and Use of Technology (UTAUT), which accounts
for how technology adoption, innovation, and digital literacy affect learners’

entrepreneurial readiness (Larasati et al., 2024).

These theories jointly enable a multi-level understanding of the factors influencing AgriSETA



learnership outcomes, integrating macro-level institutional conditions, meso-level
organisational practices, and micro-level learner experiences. The review of related studies
further highlights gaps in the empirical assessment of these relationships, particularly within the
agricultural sector of the Eastern Cape Province, thereby reinforcing the relevance and

originality of this research.

1.9 RESEARCH DESIGN

This study adopted an explanatory sequential mixed-methods design, selected for its ability to
provide both breadth and depth in evaluating the effectiveness of AgriSETA-accredited
learnerships. The design aligns with the study’s pragmatic orientation, which prioritises the
research problem and practical outcomes over strict adherence to a single methodological

paradigm (Draucker et al., 2020).

The research was conducted in two phases. The quantitative phase was undertaken first and
involved collecting structured survey data from AgriSETA learnership participants. This phase
identified patterns in learner competencies, training experiences, and post-training outcomes,

providing an empirical overview of programme performance.

The qualitative phase followed and was informed directly by the quantitative results. Semi-
structured interviews were conducted with facilitators, host employers, and AgriSETA officials
to explore the institutional, structural, and contextual factors underlying the quantitative trends.
This phase provided nuanced insight into how programme design and implementation shape

learner experiences and entrepreneurial progression.

The final stage involved integrating both strands of data through triangulation to generate a
comprehensive interpretation of learnership effectiveness. This design enabled the qualitative
findings to explain and deepen the quantitative results, ensuring both analytical coherence and

robustness (Oranga, 2025).

The explanatory sequential approach was appropriate for the study because AgriSETA
learnership outcomes are shaped by both measurable competencies and contextual conditions
that require deeper interpretive analysis. The design, therefore, supported the development of
evidence-based recommendations grounded in both statistical patterns and stakeholder

perspectives.



1.10 RESEARCH APPROACH

The study was guided by a pragmatic research approach, which prioritises practical problem-
solving and the generation of evidence that supports real-world decision-making. Pragmatism is
suitable for this investigation because it allows the integration of quantitative and qualitative
methods to address complex questions about learnership effectiveness that cannot be answered

through a single methodological lens (Ahmed et al., 2024).

Pragmatism recognises that vocational training and entrepreneurship development involve
interactions between institutional structures, learner agency, and contextual conditions. A
flexible and mixed-methods approach is therefore required to understand the multifaceted nature
of learnership outcomes. Within this study, pragmatism provided the basis for selecting methods

that best illuminated the research problem rather than adhering to philosophical purity.

The study followed an explanatory sequential logic. Quantitative data were collected first to
measure learner competencies, programme experiences, and post-training outcomes. These
initial results then informed the design of the qualitative phase, ensuring that interviews explored
the underlying institutional and contextual factors affecting the observed quantitative patterns.
The combination of these methods enabled greater analytical depth and strengthened the

trustworthiness of the findings (Chu et al., 2023).

The pragmatic orientation also aligns with the theoretical framework, which integrates
Institutional Theory, the Resource-Based View, the Functional Theory of Value, and the Unified
Theory of Acceptance and Use of Technology. Each theory contributes a distinct analytical lens,
and pragmatism supports their synthesis to address the practical complexities of learnership

implementation and entrepreneurial progression.

1.11 RESEARCH STRATEGY

The research strategy was developed to operationalise the explanatory sequential mixed-
methods design in a coherent and context-sensitive manner. The strategy ensured that each phase
of the study addressed specific objectives while contributing to a unified evaluation of

AgriSETA learnership effectiveness.

The strategy unfolded across three interconnected phases.



e Phase 1: Quantitative Data Collection and Analysis

The first phase involved administering structured questionnaires to AgriSETA learnership
participants. The survey captured demographic information, learner experiences, entrepreneurial
competencies, confidence levels, and post-training outcomes. Descriptive and inferential
statistical analyses were conducted to identify patterns and relationships central to the study’s

objectives (Bihu, 2022).

e Phase 2: Qualitative Data Collection and Analysis

The quantitative findings informed the second phase of the study. Semi-structured interviews
were conducted with facilitators, host employers, and AgriSETA officials to explore
institutional practices, resource constraints, and contextual conditions underlying the
quantitative trends. Thematic analysis was used to interpret the data and provide deeper insight

into learner progression and systemic challenges (Ahmed et al., 2024)

e Phase 3: Integration and Interpretation of Findings

The final phase synthesised the quantitative and qualitative results through methodological
triangulation. This integration enabled a comprehensive understanding of learnership
effectiveness by connecting measurable outcomes with contextual explanations. The synthesis
also informed the development of the proposed framework and the study’s recommendations

(Wasti et al., 2022).

The sequential structure of the research strategy ensured methodological complementarity,
strengthened analytical coherence, and supported the study’s overarching aim of evaluating how

AgriSETA learnerships influence entrepreneurial development in the Eastern Cape Province.

1.12 EXPECTED CONTRIBUTION TO THE BODY OF KNOWLEDGE

This study is expected to make several contributions to the academic literature on skills
development, vocational training, and entrepreneurship within South Africa’s agricultural sector.
By examining the effectiveness of AgriSETA-accredited learnerships through a multi-theoretical
and mixed-methods lens, the study advances conceptual, empirical, methodological, and practical

understanding.
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1.12.1 Theoretical Contribution

The study integrates four complementary theoretical perspectives: Institutional Theory, the
Resource-Based View (RBV), the Functional Theory of Value, and the Unified Theory of
Acceptance and Use of Technology (UTAUT). Together, these theories offer a multi-level lens
for examining how institutional structures, resource access, perceived programme value, and

technology adoption influence entrepreneurial outcomes (Kar, 2025).

This integrated framework moves beyond conventional analyses of SETA effectiveness that often
emphasise compliance or administrative performance. It contributes theoretically by
demonstrating how the interaction of structural, organisational, and individual factors shapes the

development of entrepreneurship within vocational settings.

1.12.2 Empirical Contribution

Empirically, the study provides context-specific evidence on the entrepreneurial outcomes of
AgriSETA learnerships in the Eastern Cape Province. It documents patterns in learner
competencies, confidence, and progression while highlighting institutional and structural factors

that either facilitate or constrain post-training opportunities (AgriSETA, 2025).

The findings offer new insights into the dynamics of agricultural skills development in rural and

resource-constrained contexts, where limited empirical work currently exists.

1.12.3 Methodological Contribution

Methodologically, the study demonstrates the value of an explanatory sequential mixed-methods
design for evaluating vocational training outcomes. The integration of quantitative and qualitative
strands illustrates how measurable patterns can be deepened through interpretive analysis,
offering a model that can be replicated in future research on learnerships and related interventions

(Wasti et al., 2022).
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This contributes to methodological discourse by demonstrating how mixed-methods designs can
enhance validity, increase relevance, and improve the explanatory power of studies in vocational

education.

1.12.4 Practical Contribution

Practically, the study provides evidence-based recommendations for strengthening AgriSETA
programmes, particularly in terms of curriculum relevance, digital integration, institutional
coordination, and post-training support. These insights are valuable to policymakers, programme
managers, training providers, and host employers responsible for improving the effectiveness of

agricultural learnerships (Muwaniki et al., 2022).

By linking empirical findings to practical considerations, the study supports efforts to enhance

the value, responsiveness, and impact of national skills development investments.

1.13 EXPECTED MANAGERIAL IMPLICATIONS

The study is expected to generate several managerial insights that can support more effective
planning, coordination, and oversight of learnership programmes within AgriSETA and other
Sector Education and Training Authorities. These implications are relevant to managers,
policymakers, training providers, and institutional leaders responsible for strengthening the value

and impact of vocational training.

First, the findings are likely to highlight areas where programme design, implementation, and
monitoring require improvement. Identifying structural and operational gaps will help managers
align training delivery more closely with entrepreneurial and labour market needs, thereby

enhancing the relevance and effectiveness of the programme (Molele et al., 2024).

Second, the study will guide curriculum enhancement and quality assurance. Insights into learner
competencies, digital integration, and market alignment can inform the development of training
models that place greater emphasis on innovation, business development, and practical

application. This will support managers in strengthening curriculum coherence and ensuring that
12



training content remains current and industry-responsive (Seti et al., 2025).

Third, the study is expected to underscore the importance of coordinated stakeholder
collaboration. Effective learnerships depend on strong partnerships between training providers,
host employers, financial institutions, and government agencies. The managerial implications
will therefore highlight strategies for improving these partnerships, fostering shared

accountability, and enhancing post-training support systems (Semali, 2024).

Fourth, the findings will contribute to institutional capacity-building by identifying managerial
practices that promote consistent programme delivery, adequate supervision, and the
development of facilitator competence. This insight can inform targeted support for frontline staff
and supervisors, contributing to improved programme quality at operational levels (Misko et al.,

2021).

The managerial implications of this study will support decision-makers in enhancing
accountability, improving programme performance, and ensuring that skills development

investments yield meaningful entrepreneurial and economic outcomes.

1.14 EXPECTED PRACTICAL IMPLICATIONS

The study is expected to produce several practical insights that will benefit stakeholders involved
in the design, delivery, and participation of AgriSETA-accredited learnerships. These
implications extend beyond strategic decision-making to influence operational practice and

learner outcomes.

First, the study will provide practical guidance for training providers and facilitators. Insights into
learner competencies, curriculum relevance, and digital integration will support more effective
pedagogical approaches that strengthen the link between theoretical instruction and practical

application in agricultural contexts (Sephokgole et al., 2023).

Second, the findings will help host employers and mentors enhance workplace-based learning.
Identifying effective post-training support mechanisms, such as structured mentorship,
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incubation, and access to microfinance, will help employers design support systems that extend
beyond programme completion and contribute to long-term learner progression (Manasoe et al.,

2024).

Third, the study will generate practical benefits for learners by clarifying the competencies,
behaviours, and strategies that support successful entrepreneurial development in the agricultural
sector. This guidance can improve learners’ ability to leverage available institutional resources,

navigate market conditions, and pursue viable enterprise opportunities (Nade & Malamsha, 2021).

Fourth, the study's insights may support local development agencies, cooperatives, and
community organisations by highlighting opportunities to leverage AgriSETA partnerships for
more coordinated support of emerging agricultural entrepreneurs. Strengthening these networks
can contribute to improved productivity, local economic resilience, and inclusive development

(AgriSETA, 2023).

Finally, the study’s findings will inform the development of monitoring and evaluation tools that
track the long-term outcomes of learnerships. Establishing mechanisms to assess enterprise
performance, employment transitions, and income generation can help institutions refine

programme design and support continuous improvement.

These practical implications will enhance the real-world impact of AgriSETA learnerships and

contribute to strengthening South Africa’s broader skills development system.

1.15 CHAPTER OUTLINE

This thesis is organised into seven chapters that collectively examine the effectiveness of
AgriSETA-accredited learnerships in promoting entrepreneurial growth in the Eastern Cape
Province. Each chapter builds logically on the previous one to ensure coherence and a clear

analytical progression.

Chapter 1: Introduction and Background of the Study

This chapter outlines the context, motivation, research problem, aims, objectives, research
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questions, theoretical orientation, and methodological foundation of the study. It also presents the

expected contributions and sets out the overall structure of the thesis.

Chapter 2: Literature Review

This chapter provides a critical examination of relevant literature on skills development,
vocational training, and entrepreneurship education. It analyses the macro, meso, and micro
factors influencing learnership outcomes and identifies the conceptual and empirical gaps that

justify the research.

Chapter 3: Theoretical Framework
Chapter 3 presents the integrated theoretical lens guiding the study. It explains how Institutional
Theory, the Resource-Based View, the Functional Theory of Value, and the Unified Theory of

Acceptance and Use of Technology collectively support the analysis of learnership effectiveness.

Chapter 4: Research Methodology
This chapter outlines the research design, approach, strategy, sampling procedures, and data
collection and analysis techniques. It also explains the measures taken to ensure validity,

reliability, trustworthiness, and ethical compliance.

Chapter 5: Quantitative Data Analysis and Results
Chapter 5 presents the findings from the quantitative phase, reporting descriptive and inferential

statistics related to learner competencies, programme experiences, and post-training outcomes.

Chapter 6: Qualitative Data Analysis and Results
This chapter presents the findings from the qualitative phase, exploring institutional, structural,
and contextual factors that affect learnership implementation and entrepreneurial progression

through a thematic analysis.

Chapter 7: Discussion and Integration of Findings
The final chapter synthesises the quantitative and qualitative results, discusses the implications
of the integrated findings, presents recommendations, outlines the study’s contribution to the

body of knowledge, identifies limitations, and concludes the thesis.

1.16 CHAPTER SUMMARY

This chapter introduces the study by outlining the national and sectoral context that underpins
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South Africa’s ongoing efforts to link skills development with sustainable economic
participation. It highlighted the strategic role of AgriSETA in strengthening technical and
entrepreneurial capability within the agricultural sector. It identified the persistent gap between
training provision and post-training outcomes, particularly in rural provinces such as the Eastern

Cape Province.

The chapter presented the research problem, aim, objectives, and research questions that guide
the study. It outlined the theoretical framework, drawing on Institutional Theory, the Resource-
Based View, the Functional Theory of Value, and the Unified Theory of Acceptance and Use of
Technology to support a multi-level analysis of learnership effectiveness. The explanatory
sequential mixed-methods design was introduced, together with the pragmatic approach and

research strategy that underpin the methodological choices.

The study's expected theoretical, empirical, methodological, managerial, and practical
contributions were also described, demonstrating its relevance to both academic inquiry and skills
development practice. The chapter concluded with an outline of the thesis's structure, illustrating
how each subsequent chapter contributes to a systematic and coherent exploration of the research

problem.

This alignment of the research problem, aim, objectives, and questions establishes the analytical
direction for the study. The next chapter presents a critical review of relevant literature on skills
development, entrepreneurship education, and vocational training systems, establishing the

conceptual and empirical foundations for the investigation.
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CHAPTER 2: LITERATURE REVIEW

2.1 INTRODUCTION

This chapter reviews the literature relevant to understanding the effectiveness of AgriSETA-
accredited learnerships in promoting entrepreneurial growth. It examines global, national,
institutional, and learner-level dynamics that influence vocational training outcomes, with a
specific focus on skills development, entrepreneurship education, and agricultural training
systems. The review situates AgriSETA learnerships within broader debates on human capital
development, labour market responsiveness, and rural economic transformation (Modupe &

Adesoba, 2023).

The chapter is organised around three interrelated levels of analysis. The macro context examines
global shifts in vocational education, the impact of international training models, and the
alignment of national skills strategies with development priorities, including the Sustainable
Development Goals and the National Development Plan. The meso context examines institutional
frameworks, sector policies, and the governance structures that shape learnership
implementation. The micro-contextual analysis examines learner characteristics, curriculum

relevance, digital integration, and practical experiences that influence entrepreneurial readiness.

By synthesising evidence from these levels, the chapter identifies conceptual and empirical gaps
in existing research, particularly regarding the intersection between programme design,
institutional conditions, and learner outcomes in the agricultural sector. These gaps justify the
need for an integrated, mixed-methods investigation into how AgriSETA learnerships contribute

to entrepreneurial capability and post-training progression in the Eastern Cape Province.

2.2 DEFINITION OF ENTREPRENEURSHIP

Defining entrepreneurship remains a contested task because the concept carries multiple
academic, historical, and policy interpretations (Chakuzira et al., 2024). Early accounts often
emphasised economic exchange and risk. Cantillon’s eighteenth-century framing positioned the
entrepreneur as an independent economic actor who purchases at certain prices and sells at
uncertain ones, thereby assuming market risk (Siricek & Dzbankova,2024). While this
perspective captures the uncertainty and decision-making inherent in entrepreneurial activity, it

is too narrow to describe the range of behaviours and contexts associated with entrepreneurship
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today.

Contemporary scholarship demonstrates substantial variation in how entrepreneurship is defined,
reflecting disciplinary differences and evolving economic conditions (Ratten, 2023). Much of the
public discourse equates entrepreneurship with small business operation or self-employment, yet
this framing is reductive. Not all business owners are entrepreneurs, not all small firms behave
entrepreneurially, and innovation within large organisations does not automatically constitute
entrepreneurship (Al-Abri & Rahim, 2022). These inconsistencies complicate efforts to
determine who qualifies as an entrepreneur and what activities fall within the realm of

entrepreneurship.

Recent approaches shift towards understanding entrepreneurship as a behavioural and cognitive
process. One view conceptualises entrepreneurship as an opportunity-focused mode of thinking
that prioritises value creation over risk aversion (Prince et al., 2021). This aligns with research
on entrepreneurial intention, which positions intention as a key predictor of entrepreneurial
behaviour and opportunity recognition (Suanpong et al., 2025). Cognitive perspectives similarly
argue that entrepreneurs possess distinct patterns of reasoning, judgement, and decision-making

that shape how they perceive and act upon opportunities (Zhou et al., 2021).

Across these perspectives, three recurring elements appear in most definitions:

1. The attributes and capabilities of entrepreneurs, such as opportunity recognition,
innovation, and resilience.

ii. The processes involved, including identifying opportunities, mobilising resources, and
implementing new ideas.

111. The outcomes achieved, such as new venture creation, innovation, or social and economic

value.

Because entrepreneurship encompasses individuals, processes, and outcomes, several scholars
advocate for definitions that capture the entire entrepreneurial process rather than focusing on
isolated characteristics or results (Chakuzira et al., 2024). Others argue that definitions should be
more precise so that research and policy can reliably differentiate entrepreneurial activity from

general business operations (Gutterman, 2020). Both perspectives emphasise the importance of
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conceptual clarity to prevent ambiguity in empirical analysis and programme evaluations,

including those within learnerships and agricultural skills development.

2.3 THE VALUE OF EDUCATION

Introductory and general education provide the essential foundations for social and economic
development. Seeko (2023) notes that basic education serves as a cornerstone for progress in less
developed contexts, while Brown and James (2020) confirm its long-standing role as a driver of
poverty reduction and broader social development. Education also supports social cohesion and
enables targeted programmatic, legal, and financial interventions by government and non-

governmental actors (Mosia & Malephoto, 2023).

For developing countries seeking to remain competitive in a globalised economy, productivity
improvements are crucial. Walton and Engelbrecht (2022) argue that the competency levels of
human resources have a direct influence on production quality and efficiency. As globalisation
accelerates structural change, expertise and knowledge have increasingly displaced manual and
semi-skilled labour as the primary sources of economic value. These shifts heighten the
vulnerability of unskilled and low-skilled workers, who face limited mobility in rapidly evolving

labour markets (Oluwaseyi et al., 2025).

South Africa reflects the same pattern. Evidence consistently demonstrates a strong association
between educational attainment and median monthly earnings, reinforcing the importance of
quality education for economic mobility (Nikolov & Jimi, 2020). Within this context, AgriSETA
learnerships seek to strengthen the skills and competencies of trainees entering the agricultural

sector.

This study does not assume that employability alone can address South Africa’s socio-economic
challenges. Instead, the focus is on fostering a culture of self-employment by enabling young
South Africans to develop entrepreneurial potential. The discussion, therefore, situates general
education within the broader ecosystem that supports entrepreneurial activity. It positions
entrepreneurship education as an essential mechanism for helping individuals recognise

opportunities, develop relevant capabilities, and participate more effectively in the economy.
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2.4 THE DRIVERS OF ENTREPRENEURSHIP EDUCATION

The literature identifies three broad perspectives on the factors that drive entrepreneurship
education, the first of which posits that economic imperatives are the central driver. Dichaba
(2021) notes that entrepreneurship education is commonly understood as a response to
unemployment and a mechanism for stimulating economic participation. From this perspective,
its value lies in outcomes such as new venture creation, self-employment, job generation,

capability development and enhanced productivity (Walton & Engelbrecht, 2022).

A second perspective argues that entrepreneurship education is shaped by underlying values and
the interests of those who determine its purpose. Mukesh et al. (2024) stress the importance of
interrogating what is valued, by whom, and for what reasons. Maka (2023) similarly contends
that entrepreneurship education is never neutral, as its content, delivery, and direction are
influenced by cultural norms, ethical considerations, ideological positions, and power relations.
This view highlights the context-dependent nature of entrepreneurship education and the extent

to which stakeholder values shape its meaning and implementation.

A third perspective draws on Allan Gibb’s work and the educational philosophy of Alfred
Whitehead. Feng and Chen (2020) argue that two elements often overlooked in formal
entrepreneurship literature, energy and excitement, underpin entrepreneurial behaviour. Leong
(2020) extends this argument by suggesting that these qualities act as core drivers of
entrepreneurship education, influencing the engagement of learners, educators, institutions,
parents and policymakers. From this standpoint, entrepreneurship education is sustained when

the system generates high levels of enthusiasm and dynamism.

Whether current entrepreneurship programmes embody these qualities remains uncertain. Lekutle
(2023) questions the extent to which existing models can cultivate the intensity of engagement
required to develop competent and motivated entrepreneurs. This raises a broader concern about
whether prevailing paradigms can support such aspirations or whether more fundamental shifts

in design, delivery and purpose are necessary.
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2.5 LEARNERSHIPS AS ENTREPRENEURSHIP EDUCATION

Entrepreneurship education is widely regarded as a shift away from traditional, transmission-
based teaching toward approaches that foster entrepreneurial ways of thinking and acting
(Thomassen, 2020). He et al. (2024) argue that it extends beyond preparing individuals to launch
new ventures and includes the development of skills necessary for navigating and contributing to
uncertain and evolving environments. Salam et al. (2021) similarly describe entrepreneurship
education as a set of learning experiences that support the recognition of opportunities, initiative,

creativity, responsibility, and calculated risk-taking.

A more behavioural view positions entrepreneurship education as the development of the
attitudes, behaviours, and capabilities that underpin entrepreneurial action. Mahmudin (2023)
emphasises that entrepreneurship involves adaptive and proactive behaviour in conditions of
uncertainty, while Findikli et al. (2022) highlight its relevance across commercial, social,
educational, and community settings. These interpretations confirm that entrepreneurship
education is not limited to business start-up training but seeks to cultivate creative problem-

solving, resilience, opportunity recognition, and strategic adaptability.

Within this broader framing, AgriSETA learnerships can be understood as a form of
entrepreneurship education. As SAQA-approved programmes that combine structured instruction
with supervised workplace learning, they incorporate elements of learning for specific tasks,
learning through pedagogical approaches that stimulate enterprising behaviour, and learning
about the cognitive processes underpinning entrepreneurship (Chen et al., 2023). Even where
entrepreneurship is not the explicit curricular focus, the workplace learning component exposes
learners to real production environments, decision-making processes, and problem-solving

demands that are foundational to entrepreneurial capability.

Learnerships, therefore, hold potential to support the development of entrepreneurial mindsets
and competencies, particularly in contexts such as agriculture, where adaptability, innovation,
and opportunity recognition are essential. The extent to which this potential is realised, however,
depends on curriculum depth, workplace quality, and the degree to which entrepreneurial skills

are intentionally embedded rather than incidental.
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2.6 ENTREPRENEURIAL COMPETENCIES IN AGRICULTURE

Entrepreneurial competencies in agriculture refer to the set of skills, behaviours, and dispositions
that enable individuals to manage farming enterprises effectively, navigate uncertainty, and
exploit emerging opportunities. These competencies support innovation, operational efficiency,
and long-term sustainability in contexts characterised by climatic volatility, fluctuating input

costs, and unpredictable markets (Masoomi & Zamani, 2020).

2.6.1 Importance of Entrepreneurial Competencies in Agriculture

Agriculture remains central to South Africa’s employment, food security, and rural development
priorities, yet the sector faces persistent pressures. Under such conditions, entrepreneurial
capability becomes essential for maintaining competitiveness. Farmers who can recognise
opportunities, adopt innovations, and make informed strategic decisions are better positioned to

sustain productive enterprises (O’Neil et al., 2023).

Research indicates that entrepreneurial competencies are directly linked to enhanced farm
performance. Skills in decision-making, innovation, and opportunity recognition correlate with
greater efficiency, more substantial resource utilisation, and enhanced profitability. Farmers who
possess these competencies are more likely to diversify their income, adopt new technologies,
and adapt to changing environmental or market conditions (Gadanakis, 2024). Without these

capabilities, smallholders, in particular, face an elevated risk of stagnation or business failure.

2.6.2 Key Entrepreneurial Competencies

The literature identifies several competencies that underpin agricultural entrepreneurial success.

e Opportunity competencies

These involve identifying and acting on market gaps through diversification, value addition, or
technology adoption. Despite their importance, these competencies remain underdeveloped

across many farming communities (Michailidis et al., 2024).

e Strategic competencies

These relate to planning, goal-setting, and evaluating long-term trade-offs. Farmers with strong
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strategic skills respond more effectively to market fluctuations and pursue sustainable growth

when feasible (EfVET, 2024).

e Operational competencies

These concerns include day-to-day management, such as resource allocation, labour supervision,
and coordination of farm inputs. Although many farmers manage routine activities adequately,

modern production systems require ongoing upskilling (Kangogo et al., 2020).

e Relationship competencies

These support the ability to build networks with suppliers, buyers, extension officers, and

financial institutions. Strong networks improve market access and business resilience.

e Commitment competencies

These relate to persistence, resilience, and goal orientation. While often strong among
smallholders, they cannot compensate for gaps in strategic or opportunity-related competencies

(Kangogo et al., 2020).

Together, these competencies shape the entrepreneurial orientation of agricultural enterprises and

influence their capacity to innovate, grow, and withstand shocks.

2.6.3 Challenges in Developing Entrepreneurial Competencies

Despite their importance, entrepreneurial competencies remain unevenly developed.
Smallholders often face structural constraints that limit access to training, credit, technology, and
extension support. Uneven educational backgrounds limited financial resources, and restricted
exposure to commercial farming environments further impede capability development (Pliakoura
et al.,, 2020). These constraints exacerbate inequality and restrict the potential of vocational
programmes, including AgriSETA learnerships, to foster entrepreneurship at scale unless

supported by targeted and context-specific interventions.

2.7 THE VALUE OF ENTREPRENEURIAL LEARNING

Understanding the value of entrepreneurial learning is crucial for evaluating the extent to which

23



AgriSETA learnerships can develop the capabilities necessary for entrepreneurial success. This
is particularly important in South Africa, where long-standing educational inequalities persist in
shaping access to economic opportunities. Entrepreneurial learning refers to the accumulation of
knowledge, skills, behaviours, and personal attributes developed through formal instruction and
informal experience. Mateus and Shange (2021) emphasise that capable entrepreneurs not only
acquire these competencies but also display learning-oriented habits that support effective

decision-making.

A defining feature of entrepreneurial competence is the ability to reflect on experience, interpret
outcomes, and develop forward-looking perspectives that inform future action. This capacity for
continuous learning remains critical even in contexts characterised by limited opportunity
structures (Seeko, 2023). Entrepreneurs draw insights from diverse sources, such as customers,
suppliers, peers, and competitors, and refine their skills through action, experimentation, success,

and failure (Mateus & Shange, 2021; Walton & Engelbrecht, 2022).

Informal learning often plays a more influential role than formal instruction. Dichaba (2021)
argues that idea-sharing, networking, and peer engagement form core elements of entrepreneurial
learning. Firetto and Konak (2024) further note that entrepreneurs typically learn through
problem-solving in real time, with learning emerging through a reciprocal process shaped by
challenge, adaptation, and discovery. Such learning is intentional rather than passive, involving

deliberate selection among competing beliefs or actions.

Entrepreneurial expertise is therefore learned rather than innate. However, it only translates into
competence when the supporting learning processes are structured, reflective, and accessible
(Santoso et al., 2023). Entrepreneurial learning is dynamic and iterative rather than stable or linear
(Thomassen, 2020). Rugpath and Mamabolo (2022) conceptualise this process as a continuous
cycle of doing, reviewing, learning, and applying. This cycle, illustrated in Figure 3, highlights

the experiential foundation of entrepreneurial capability development.
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Figure 1: The Entrepreneurial Learning Cycle

Source: De Agapito et al., 2024.

Entrepreneurial learning differs from traditional pedagogical approaches that prioritise
predictability and linear progression. Instead, it is shaped by discontinuity, change, and
metamorphosis, where critical learning events and setbacks often serve as catalysts for
development (Bell & Bell, 2020). The importance of hands-on experience as a basis for
entrepreneurial growth is well established (Tshehla et al., 2021).

This entrepreneurial learning cycle aligns closely with the logic underpinning learnerships. By
combining structured theoretical instruction with supervised workplace experience, learnerships
create environments that facilitate experiential learning. They enable trainees to engage in
practical tasks, reflect on their performance, and apply newly acquired insights. This alignment
highlights the potential of AgriSETA learnerships to cultivate entrepreneurial capabilities.
However, the extent of this confribution depends on the depth, consistency, and quality of

experiential components embedded in programme delivery.

2.8 THE LEARNERSHIPS CONCEPT

Learnerships are a cornerstone of South Africa’s post-1994 skills development strategy. They
provide a structured pathway that integrates theoretical instruction with supervised workplace

learning, culminating in a nationally recognised qualification registered on the National
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Qualifications Framework (NQF) (Mtotywa & Motaung, 2024). Established under the Skills
Development Act 97 of 1998, learnerships were designed to address historical inequities in
training access, strengthen workplace learning systems, and expand opportunities for

marginalised groups to acquire labour-market-relevant skills (O’Neil et al., 2023).

2.8.1 Origins and Policy Rationale

Learnerships emerged in response to the inadequacy of pre-1994 apprenticeship and in-service
training systems, which were narrow in occupational focus and inaccessible primarily to Black
South Africans (Botha et al., 2023). The Skills Development Act positioned learnerships as a
mechanism to democratise training, strengthen industry participation, and ensure that vocational
programmes were aligned with economic and sectoral needs (O’Neil et al., 2023). Their design
also reflects international trends toward competency-based training, integrated assessment, and

structured workplace learning.

2.8.2 Structural Features of Learnerships

A learnership has three defining components:

e astructured theoretical curriculum delivered by an accredited provider

e practical workplace learning supervised by an employer

e a qualification registered on the NQF and accredited by the QCTO or relevant quality
council (White et al., 2025).

There are two primary pathways:

e Employed learnerships, where existing employees complete the programme while

working

e Unemployed learnerships, where job seekers are placed with employers for the duration

of the programme (SASSETA, 2025).

This tripartite arrangement between learner, provider, and employer ensures that theoretical

content is reinforced through real work experience, thereby improving competence and labour
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market readiness.

2.8.3 Roles and Responsibilities in Delivery

The learnership system relies on coordinated contributions from several actors:

e Employers who provide workplace exposure, mentoring, and assessment opportunities

e Training providers, who deliver accredited learning programmes and conduct formative

assessments

e SETAs, which develop occupational profiles, register learnerships, quality-assure

delivery, and administer grants

e Learners, who commit to both workplace and academic requirements (O’Neil et al.,

2023).

A formal Learnership Agreement outlines these obligations and ensures compliance with labour

legislation, health and safety requirements, and occupational standards.

2.8.4 Funding and Incentives

Learnerships are primarily financed through the Skills Development Levies Act, with employers
accessing mandatory and discretionary SETA grants upon submission of Workplace Skills Plans
and Annual Training Reports (Govender & Pillay, 2023). For unemployed learners, stipends
provide financial support during training, addressing barriers related to transport, food, and basic

participation costs.

2.8.5 Pedagogical Foundations: Applied Competence and Integrated Assessment

Learnerships are built on competency-based education principles. SAQA defines applied
competence as the combination of foundational knowledge, practical ability, and reflexive
capacity demonstrated in authentic work contexts (Davies, 2022). Integrated assessment
combines formative and summative methods to evaluate theoretical understanding and workplace
performance holistically. These assessment standards are central to AgriSETA’s approach, where

trainees are expected to develop both technical agricultural skills and entrepreneurial capability
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essential for small-scale and commercial farming (SAQA, 2023).

2.8.6 Learnerships within the Agricultural Sector

AgriSETA coordinates learnerships across multiple NQF levels, offering pathways for entry-
level workers, emerging farmers, and those pursuing more advanced technical or agribusiness
competencies (Rabie & Cornelissen, 2023). The model addresses shortcomings of earlier
agricultural apprenticeships, which were limited in scope and poorly aligned to modern
production systems. AgriSETA’s learnerships aim to strengthen rural skills pipelines, support
land reform beneficiaries, and enhance farm-level productivity through structured training that is

responsive to industry needs.

2.8.7 Strengths and Persistent System Challenges

Learnerships strengthen the link between education and employment by improving workplace
readiness, supporting career mobility, and enhancing employability. However, system
performance remains uneven. Persistent challenges include inconsistent workplace quality,
limited employer participation, uneven provider capacity, and inadequate post-training support,
which restricts long-term labour market outcomes (O’Neil et al., 2023). In the agricultural sector,
constraints relating to land access, market linkages, and extension services further shape the

extent to which learnership graduates can apply their skills productively.

2.9 THE ROLE OF LEARNERSHIP SKILLS DEVELOPMENT

Skills development remains central to improving organisational performance and strengthening
public-sector effectiveness. Continuous upskilling enables institutions to adapt to evolving
service demands, improve accountability, and sustain professional competence across all levels
of the workforce (Nor, 2025). Learnerships contribute directly to this agenda by providing
structured opportunities for employees and job seekers to acquire relevant competencies through

a blend of theoretical instruction and workplace learning.

Integrated into national and sectoral strategies, learnerships serve as accessible pathways for
addressing critical skills gaps, supporting workforce renewal, and fostering long-term
professional growth. The subsections below outline the key dimensions through which

learnerships enhance organisational capability.
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2.9.1 Enhancing Employee Performance

Inadequate employee performance remains a significant barrier to organisational productivity.
Evidence shows that structured training interventions reduce performance gaps, improve service
quality, and enhance operational efficiency (Nadeem Ch., 2025). Learnerships, with their
competency-based design, strengthen performance by enabling employees to acquire and apply
new skills in a practical, supervised environment. Studies demonstrate clear links between
continuous training, job satisfaction, and improved performance outcomes across various sectors
(Logmane, 2025). Within South Africa, targeted interventions such as mentoring and coaching
have been shown to correct performance deficits and contribute positively to service delivery

improvements (Nama et al., 2022).

2.9.2 Upskilling Employees

Organisational adaptability depends on employees’ ability to update and expand their
competencies in response to changing roles, technologies, and operational conditions. Continuous
training helps mitigate resistance to change, supports innovation, and enhances institutional
resilience (Mokgolo et al., 2024). Effective upskilling requires well-designed training that is
informed by needs assessments, relevant delivery methods, and rigorous evaluation practices.
Evidence from South Africa shows that upskilling initiatives strengthen employee capacity to
contribute beyond their formal job descriptions, reinforcing organisational citizenship behaviours

and supporting broader institutional goals (Manenzhe & Ngirande, 2021).

2.9.3 Improving Leadership Competencies

Leadership capability is a persistent concern in the South African public sector, where weak
governance systems, administrative instability, and resource inefficiencies frequently undermine
service delivery (Sebola et al., 2024). Learnerships and related development programmes offer
structured pathways for strengthening leadership capacity by enhancing communication,
decision-making, and strategic thinking skills. Empirical studies show that leadership
development improves managerial effectiveness, workplace cohesion, and staff retention (Mey
et al., 2021). However, gaps remain in current municipal and sectoral leadership initiatives,
highlighting the need for more context-sensitive, adequately resourced programmes aligned with

organisational realities.
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2.9.4 Succession Planning and Workforce Renewal

Succession planning is vital for sustaining institutional capability, particularly in sectors
experiencing high turnover, ageing workforces, and persistent skills shortages. Learnerships
support this process by developing structured talent pipelines and equipping emerging employees
with foundational and intermediate competencies required for future roles (O’Neil et al., 2023).
By aligning training interventions with organisational needs, learnerships strengthen internal

mobility, reduce reliance on external recruitment, and reinforce institutional memory.

Succession strategies are strongly linked to transformation imperatives. Learnerships provide
opportunities for youth, women, and historically marginalised groups to access career pathways
that lead to supervisory or managerial roles, supporting employment equity and enhancing
representivity (O’Neil et al., 2023). Their structured nature enables talent to be developed
progressively, improving workforce stability and contributing to long-term organisational

renewal.

The effectiveness of succession planning depends on coherent integration between skills
development, human resource planning, and performance management systems. Weak alignment
between these components limits the long-term value of learnerships, underscoring the need for

stronger coordination and strategic oversight across institutions (Prayudo et al., 2025).

2.10 THE LEGISLATIVE AND REGULATORY FRAMEWORK

Learnership programmes in South Africa are built upon a series of post-1994 legislative and
policy reforms designed to dismantle apartheid-era inequalities and establish an integrated
national skills development system. After the democratic transition, the state prioritised human
resource development, workplace training, and equitable access to skills as essential mechanisms
for accelerating economic transformation. These policies laid the foundation for contemporary
learnerships by establishing governance structures, funding mechanisms, and standards for
occupational qualifications. The key instruments shaping this landscape are outlined in the

subsections below.

2.10.1 Reconstruction and Development Programme (RDP) White Paper (1994)

The Reconstruction and Development Programme (RDP) White Paper identified human resource
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development as central to rebuilding a divided society and expanding economic participation
among historically marginalised groups. It positioned education, training, and capacity building
as mechanisms to promote employment, enhance productivity, and reduce inequality (Khunoethe
& Reddy, 2023). This early policy vision laid the conceptual groundwork for subsequent skills

development legislation and the introduction of structured learnership pathways.

Although progressive in intent, the implementation of the RDP faced significant constraints.
Limited institutional capacity, resource shortages, and the absence of a coherent industrial
strategy all contributed to reducing its effectiveness in driving large-scale socio-economic
transformation (Madzivhandila & Maswera, 2023). Research further highlights tensions between
the African National Congress’s redistributive ambitions and the macroeconomic liberalisation
policies adopted during the same period, including privatisation and trade liberalisation, which

diluted the RDP’s broader developmental impact (Aboobaker, 2022).

These limitations also shaped the environment in which early skills interventions operated.
Persistent unemployment, uneven spatial development, and slow economic restructuring limited
the extent to which training initiatives, including vocational programmes, could translate into
meaningful employment opportunities (Aboobaker, 2022). Evaluations of early RDP outcomes
show that many communities continued to experience socio-economic hardship, illustrating the
difficulty of achieving labour market improvements through training alone when broader

economic conditions remain constrained (Franklin, 2020).

The RDP offered important lessons for future policy design. It underscored the need for strong
alignment between training interventions and labour market demand, adequate resource
allocation, institutional coordination, and integration of skills development within a broader
industrial policy framework. These principles remain crucial for enhancing the design,
implementation, and sustainability of contemporary learnerships, ensuring they effectively

contribute to national development goals (World Bank, 2020).

2.10.2 Constitution of the Republic of South Africa

The Constitution provides the overarching framework for education, training, and equitable
access to the labour market. Section 195(1)(h) and (i) emphasise fairness, representivity, and
effective human resource development in public administration, reinforcing the importance of

continuous skills enhancement and career progression (Thusi & Selepe, 2023). Section 29 affirms
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the right to basic education, which underpins pathways into further and vocational learning,

including learnerships (Strohwald, 2024).

Learnerships advance these constitutional commitments by expanding access to structured
training, improving employability, and strengthening the link between education and economic
participation (Matsheta & Sefoka, 2023). Their design, which integrates theoretical instruction
with workplace learning, addresses persistent skills gaps and supports inclusion for young people,

disadvantaged communities, and persons with disabilities (MerSeta, 2021; Botha et al., 2023).

Constitutional institutions, such as the South African Human Rights Commission, further
safeguard the rights to education, training, and equal opportunity, ensuring that state and sectoral
interventions remain aligned with the principles of equity and redress (Liebenberg, 2023). Within
this environment, learnerships play a recognised role in reducing unemployment, promoting
labour market access, and advancing national goals for socio-economic transformation

(Strohwald, 2024).

2.10.3 White Paper on Public Service Training and Education (1997)

The White Paper on Public Service Training and Education laid the foundation for a coordinated,
skills-oriented public sector in the post-apartheid era. It emphasised strategic alignment with
public sector transformation, improved institutional capacity, and flexible implementation within
national norms and standards (DHET, 2023). These priorities established training as a catalyst

for building an efficient, representative public administration.

The White Paper anticipated a system supported by accredited programmes under the National
Qualifications Framework, positioning national quality assurance as essential for consistency and
improved service delivery. Importantly, it explicitly recognised learnerships as mechanisms to
address skills shortages and facilitate the transition from schooling to employment, a vision later

reinforced through the National Skills Development Strategy (DHET, 2023).

It also promoted partnerships between government and the private sector, emphasising
collaborative workplace learning, resource sharing, and responsiveness to sector-specific needs
(O’Neil et al., 2022). In prioritising access for marginalised groups, the White Paper aligned skills
development with broader social justice objectives (Gibberd & Hankwebe, 2022; Botha et al.,
2023).
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However, the document faced several limitations. Its objectives were broad, offering limited
operational guidance for implementation across diverse sectors with varying capacities (Kumalo,
2021). It did not sufficiently address ongoing professional development needs, despite the
evolving nature of public service work (PSC, 2021; Ryklief et al., 2022). Additionally, socio-
economic and cultural barriers to accessing training were not adequately considered, particularly

in rural or resource-constrained contexts (Pintor & Budiyanti, 2021; Arifin et al., 2023).

These gaps highlight the need for contemporary learnership frameworks that incorporate

contextual diversity, equity considerations, and sustained sectoral capacity.

2.10.4 SKkills Development Act 97 of 1998

The Skills Development Act 97 of 1998 represents a cornerstone of South Africa’s post-apartheid
skills development system. Enacted to address historical inequalities and enhance workforce
capabilities, the Act aimed to expand access to training, boost productivity, and promote inclusive
economic growth (Ngcwangu, 2025). It emerged in response to declining employer-led training
and growing recognition of insufficient workplace readiness among young people (Allais &

Ngcwangu, 2025).

The Act introduced a structured approach to vocational development, integrating accredited
theoretical learning, workplace experience, and participatory skills planning. Its decentralised
provisions empower regional structures to respond to localised needs more effectively, an
essential feature for addressing skills shortages in rural and marginalised areas (Ngqwala &

Ballard, 2020).

A significant contribution of the Act was the establishment of Sector Education and Training
Authorities. SETAs play a central role in designing, quality-assuring, and administering
learnerships, ensuring that training aligns with labour market requirements and national
development priorities (Allais & Ngcwangu, 2025). Within this model, learnerships provide an
integrated pathway into employment, particularly for young people and historically excluded
groups, supporting national goals for inclusive growth and improved labour market access

(Habiyaremye et al., 2022).

This legislative framework provides the foundation for the strategic pillars discussed in

subsequent sections of this chapter.
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2.10.5 Higher Education Act and Its Implications for Learnership Governance

Although learnerships fall primarily under the Skills Development Act and QCTO oversight, the
Higher Education Act shapes the systemic landscape within which vocational qualifications,
institutional accountability, and national quality assurance operate (Madambi, 2025). The Act
mandates DHET to ensure coherence across higher education, TVET, community colleges, and
skills development structures, thereby reinforcing standards for curriculum quality, assessment,

and provider accreditation.

Its emphasis on rigorous quality assurance, supported through SAQA and QCTO, strengthens the
credibility of vocational qualifications and enables learner mobility across education pathways.
This alignment reduces fragmentation in the certification environment and facilitates articulation
into further learning or career progression opportunities, including within agricultural

occupations (White et al., 2025).

The Act also reinforces collaborative governance by formalising the participation of employers,
education providers, and professional bodies in shaping qualifications and standards. This mirrors
AgriSETA’s partnership model, which integrates industry expertise into curriculum

development, occupational profiling, and workplace learning design.

The Act underscores transformation and equity as fundamental imperatives. Its provisions for
widening participation and strengthening support for vulnerable groups directly complement the
developmental objectives of AgriSETA learnerships, especially in rural contexts and among

women and previously marginalised communities (Moganedi & Mkhize, 2023).

2.11 SKILLS DEVELOPMENT IMPLEMENTATION STRATEGIES

The practical implementation of South Africa’s skills development legislation relies on national
strategies and institutional mechanisms that translate policy into coordinated measurable
programmes. Key among these are the National Skills Development Strategy (NSDS), the
National Skills Authority (NSA), the National Skills Fund (NSF), and the network of Sector
Education and Training Authorities (SETAs). These structures operationalise the post-1994
vision for an equitable, demand-driven skills system by guiding planning, funding, quality
assurance, and sectoral coordination (Allais & Ngcwangu, 2025). For the agricultural sector,

these mechanisms shape how learnerships are designed, funded, and delivered, as well as how
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they respond to rural development priorities and labour market needs.

2.11.1 National Skills Development Strategy

The National Skills Development Strategy (NSDS) functioned as the principal instrument for
implementing the Skills Development Act. Introduced from 2001 to 2005, the NSDS aimed to
address historical skills deficits by promoting structured, inclusive, and workplace-relevant
learning pathways across sectors (Kgalema et al., 2021). It provided an overarching framework
for national, sectoral, and employer-based interventions, emphasising workforce competence,

equity, and participation among previously marginalised groups (Kgalema et al., 2002).

The NSDS framework was embedded across all spheres of government, consistent with South
Africa’s cooperative governance model. This ensured that national skills priorities informed
provincial and municipal development planning, creating a unified approach to human resource
development (HSRC, 2022). In the agricultural sector, the strategy led to the establishment of
AgriSETA, which became responsible for coordinating sector-specific learnerships, supporting

workplace training, and addressing critical skills shortages in the agricultural industry.

Although the NSDS established clear priorities and institutional structures, its implementation
outcomes were mixed. Persistent skills gaps in local government and rural sectors indicate
challenges in resource alignment, limited employer participation, and uneven institutional
capacity (Akoobhai, 2024). Evaluation reports noted that progress was slower than anticipated,
suggesting that translating strategic aims into effective, localised interventions required stronger

coordination, improved monitoring, and sustained investment.

These shortcomings provide essential lessons for current and future skills strategies. They
highlight the need for more context-responsive planning, better integrating rural development
priorities, and strengthening SETA-led partnerships to ensure that learnership opportunities reach

underserved communities and emerging agricultural enterprises.

2.11.2 National Skills Authority

The National Skills Authority (NSA), established under Chapter 2 of the Skills Development Act
97 of 1998, provides strategic oversight and advisory input for the national skills system. Its core

mandate includes advising the Minister of Higher Education and Training on skills development
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policies, monitoring the implementation of national strategies, and guiding the allocation of
resources from the National Skills Fund (Allais & Ngcwangu, 2025). Through these
responsibilities, the NSA helps to ensure that national priorities are translated into coherent,

responsive interventions across all economic sectors.

A key feature of the NSA’s role is its responsibility for facilitating inclusive stakeholder
participation. The Authority draws representation from organised labour, employer bodies,
community organisations, and professional associations, creating a platform for social dialogue
and collaborative governance in skills planning (Ngcwangu, 2024). This participatory structure
is designed to promote equitable decision-making and ensure that the skills system reflects the

needs of both employers and workers.

Despite this mandate, several operational constraints have limited the NSA’s impact. Persistent
challenges, including slow budget expenditure, administrative bottlenecks, and limited uptake of
training opportunities, have weakened its ability to oversee the timely and effective
implementation of national skills priorities (Matha & Jahed, 2024). These constraints reduce the
responsiveness of the skills system, particularly in sectors that require rapid capacity
development, such as agriculture and local government. Strengthening NSA governance,
improving monitoring systems, and streamlining administrative processes remain essential for

enhancing national coordination.

2.11.3 National Skills Fund

The National Skills Fund (NSF), established under Chapter 7 of the Skills Development Act 97
of 1998, is the primary financing mechanism for national skills priorities. It supports large-scale
programmes aligned with the National Skills Development Strategy and funds training initiatives
that target unemployed youth, marginalised communities, and sectors with critical skills
shortages (O’Neil et al., 2023). The NSF is financed through the Skills Development Levies Act
9 of 1999, which requires employers to contribute 1% of their payroll to SARS, of which 20% is
allocated to the NSF and 80% to the respective SETAs.

Employers can access mandatory grants through their SETA by appointing a registered Skills
Development Facilitator (SDF). The SDF coordinates workplace skills planning and ensures
compliance with reporting requirements, including the submission of a Workplace Skills Plan

(WSP) and Annual Training Report (ATR). Once these documents are approved, employers
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qualify for levy-based grants to support structured training, upskilling, and workplace learning
interventions (Botha et al., 2023). This system is intended to incentivise investment in training

and ensure that employer contributions translate into tangible learning opportunities.

Although the NSF plays a critical developmental role, its effectiveness has been hampered by
administrative inefficiencies, delayed disbursements, and inconsistent project oversight, which
limit its capacity to address urgent national skills needs (NSF, 2023). Improving governance,
financial accountability, and monitoring systems would enhance the NSF’s contribution to
inclusive skills development, particularly for rural and youth-focused programmes such as

AgriSETA learnerships.

2.11.4 Sector Education and Training Authorities (SETASs)

Sector Education and Training Authorities (SETAs) form the backbone of South Africa’s post-
apartheid skills development system. Their establishment under the Skills Development Act 97
of 1998 represented a shift toward a coordinated national approach to workforce development,
responding to globalisation, technological change, and longstanding inequalities in training
access (Matha, 2024). Unlike pre-1994 industry training boards, SETAs were designed to provide
comprehensive sectoral coverage and align training with national development and

transformation priorities.

21 SETAs are responsible for developing sector skills plans, facilitating learnerships, accrediting
training providers, and administering levy-funded grants. This system ensures that each sector
maintains dedicated institutional capacity for skills planning and quality assurance, while
supporting the broader goals of transformation, industrialisation, and inclusive growth (W&R
SETA, 2021). SETAs also intersect with national strategies, such as the NSDS and the Industrial
Policy Action Plan, as well as regional development frameworks, including PGDS and IDPs

(Tekwa, 2024).

Despite this robust policy architecture, the performance of SETAs is uneven. A persistent
challenge is the limited capacity of many training providers, particularly TVET colleges, which
often lack up-to-date equipment, industry-aligned curricula, and sustained employer partnerships
(Makole & Moeti, 2023; Njengele et al., 2024). These weaknesses diminish the relevance of

training and limit the ability of learnerships to adapt to technological and market changes.
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Curriculum misalignment remains a significant systemic constraint. Multiple studies highlight
obsolete content, fragmented occupational standards, and insufficient employer involvement in
curriculum review processes (Pryimak, 2023). This misalignment contributes to weak labour

absorption and undermines the potential for learnerships to address skills shortages.

Governance and leadership weaknesses within institutions that deliver SETA-supported
programmes further compound these challenges. Issues such as unclear leadership mandates,
inconsistent decision-making, and limited managerial capacity contribute to poor programme

implementation and diminished responsiveness (Bester, 2023; Prummer, 2023).

Stakeholder coordination also remains a significant hurdle. Weak integration between
government departments, industry bodies, and training institutions often results in duplication,
inefficiencies, and training that does not translate into improved workplace performance
(Njengele et al., 2024; Molele et al., 2024). These coordination gaps limit the overall impact of
the SETA system, despite its strong policy foundation.

SETAs play a crucial role in facilitating learnerships and advancing the national skills
development agenda. However, their effectiveness depends on strengthening institutional
capacity, improving curriculum responsiveness, and enhancing coordination across all
stakeholders. Addressing these gaps is essential for ensuring that SETA-supported learnerships
make a meaningful contribution to sectoral skills needs and broader socio-economic development

priorities.

2.11.5 Economic Imperatives of Learnerships

Learnerships are strategically positioned within South Africa’s economic landscape, given the
country’s persistent structural unemployment, skills deficits, and slow economic growth. By
integrating theoretical learning with practical workplace experience, learnerships contribute
directly to human capital formation and improved labour market outcomes (O’Neil et al., 2023).
Their role in expanding the skills base is essential for enhancing productivity, accelerating

economic participation, and supporting national growth objectives.

Evidence consistently shows that improvements in education and vocational training have a
positive causal impact on national economic performance (Odhiambo, 2020). Learnerships
support this by producing work-ready graduates equipped with sector-specific competencies,
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including those required within small and medium enterprises, which are central to job creation

and economic diversification (Amoabh et al., 2022).

However, South Africa continues to experience a skills mismatch. Many learnerships still fail to
adequately respond to evolving labour market needs, contributing to high unemployment rates,
even among graduates (Botha et al., 2023). Strengthening labour market alignment is therefore
essential for improving labour absorption and increasing the economic return on training

investment.

Learnerships also contribute indirectly to foreign direct investment (FDI). A skilled workforce
enhances national competitiveness and investor confidence, and studies demonstrate a clear link
between workforce capability and increased FDI inflows (Mhlabane & Nishimwe, 2022; Muzuva
et al., 2024). By improving workforce quality, learnerships contribute to broader economic

resilience and increased investment attractiveness.

Macroeconomic conditions further shape the context in which learnerships operate. High
inflation, inflation uncertainty, and South Africa’s elevated debt-to-GDP ratio reduce the fiscal
space for training and impede the conditions needed for stable labour markets (Saungweme &
Odhiambo, 2020; Mandeya & Ho, 2021). In such an environment, skills development becomes
even more critical, as productivity gains generated through practical training can contribute to

long-term growth and improved fiscal sustainability.

Learnerships address multiple economic priorities. They support workforce development,
enhance labour market participation, strengthen competitiveness, and contribute to
macroeconomic stability. Realising these financial benefits, however, requires close alignment
between learnership design, industry needs, and broader economic conditions. Ensuring such

alignment is central to maximising the economic impact of the learnership system.

2.12 STRATEGIC POLICY, GOVERNANCE AND CHANGE-MANAGEMENT
DRIVERS OF LEARNERSHIP EFFECTIVENESS

A constellation of legislative obligations, national development priorities, and sector-specific
mandates shapes South Africa’s skills development system. National frameworks such as the
National Development Plan, the Skills Development Act, and the Post-School Education and
Training (PSET) architecture establish the overarching strategic direction for SETAs and Work-
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Integrated Learning programmes (Allais & Ngcwangu, 2025). While these frameworks articulate
intent, their ability to improve learnership effectiveness depends on how they are interpreted,

operationalised, and governed across institutions responsible for implementation.

Learnerships operate at the nexus of policy, institutional capability, and labour market demand.
Persistent challenges such as high unemployment, uneven programme quality, limited employer
participation, and weak post-training pathways illustrate the gap between policy ambition and
operational reality (Mtotywa & Motaung, 2024). Understanding this gap requires evaluating the
strategic drivers that either strengthen or undermine programme performance. These drivers also
condition AgriSETA’s capacity to fulfil its mandate of supporting rural development, addressing
sectoral shortages, and contributing to national productivity and transformation objectives

(O'Neil et al., 2023).

Effective system reform depends on the readiness for change management. Frameworks such as
ADKAR highlight how Awareness, Desire, Knowledge, Ability, and Reinforcement influence
the adoption of reforms by institutions, facilitators, employers, and trainees (Balluck et al., 2020).
Applying this lens helps explain why particular initiatives succeed, stall, or fail in contexts

characterised by capacity constraints, fragmented coordination, and unequal access to resources.

To deepen the conceptual basis for evaluating AgriSETA learnerships, the subsections that follow

examine five strategic drivers of effectiveness:

1. policy coherence and strategic alignment,

ii. governance and accountability structures,

iil. digital transformation and system modernisation,

1v. institutional capability and stakeholder coordination, and

v. Change-management readiness and adoption dynamics.

These drivers shape programme design, delivery quality, and post-training outcomes.
Understanding their influence is essential for assessing the relevance and limitations of

agricultural learnerships within South Africa’s evolving skills and economic landscape.
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2.12.1 Alignment with National and Global Development Agendas

National and global development agendas shape the strategic intent of South Africa’s skills
system and provide the benchmarks against which the performance of learnerships is evaluated.
The Sustainable Development Goals emphasise inclusive economic participation, equitable
access to quality education, and employment opportunities that support long-term growth (ETDP
SETA, 2021). SDG 4 on quality education, SDG 8 on decent work, and SDG 9 on industry,
innovation, and infrastructure are especially relevant to vocational training, creating clear
expectations that learnerships should strengthen productivity, employability, and enterprise

development.

At the national level, the National Development Plan prioritises skills development as a key
mechanism for reducing poverty, enhancing competitiveness, and addressing persistent youth
unemployment (Mabaso, Ontong, 2025). The NDP calls for coordinated interventions across
government, SETAs, employers, and post-school institutions to ensure that training supply aligns
with labour market demand. For the agricultural sector, the NDP emphasises the need for stronger
technical capacity, more effective extension services, and the development of small-scale
commercial farmers who can contribute to rural economic growth (Mathinya et al., 2025). Within
this policy environment, learnerships are expected not only to provide training but to function as

pathways that support structural transformation.

Despite this alignment in principle, the contribution of learnerships to national and global agendas
remains uneven. Weak employer participation, fragmented post-training support, and inconsistent
labour market absorption continue to limit their developmental impact (Chowa et al., 2025). For
AgriSETA specifically, constraints related to land access, market integration, and rural
infrastructure further restrict the ability of programmes to translate training into sustainable
employment or enterprise activity (Mathinya et al., 2022). These systemic misalignments explain
why learnerships often succeed in short-term skills delivery but struggle to produce long-lasting

economic or societal outcomes.

Assessing alignment with these agendas provides a foundation for evaluating whether
AgriSETA’s programmes meaningfully support national development priorities or whether
structural reforms are needed to strengthen their contribution. This linkage is critical for

determining programme relevance and for situating agricultural learnerships within South
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Africa’s broader development trajectory.

2.12.2 The Higher Education Act, Quality Assurance and Work-Integrated Learning

The Higher Education Act and its associated regulatory instruments shape the quality assurance
landscape within which learnerships operate. Although learnerships fall under the occupational
qualifications sub-framework, they are delivered within the broader post-school education
system, which is governed by the Department of Higher Education and Training and its quality
councils (White et al., 2025). These regulatory arrangements influence curriculum standards,
provider accreditation, assessment requirements, and mechanisms for monitoring programme

quality.

Quality assurance bodies such as the QCTO, CHE, and Umalusi are mandated to ensure that
Work-Integrated Learning is coherent, adequately supervised, and aligned with occupational
competence standards (DHET, 2021). However, inconsistencies in provider capacity, workplace
readiness, and assessment implementation undermine the quality of WIL experiences. Many
agricultural employers lack structured mentoring systems, appropriate supervision, or the
organisational capability required to support learners effectively (Motala et al., 2021). These
discrepancies create variation in workplace exposure, which directly influences learner

competence and readiness for employment or enterprise development.

The effectiveness of WIL is also shaped by the articulation of learnerships with other components
of the post-school system. Weak alignment between learnerships, TVET programmes, and higher
education pathways restricts learner mobility and limits opportunities for advanced skills
development (Norodien-Fataar, 2024). Without clear progression routes, many graduates

complete programmes without viable opportunities for further study or skills upgrading.

While the Higher Education Act provides a regulatory foundation for improving quality,
consistency, and system coherence, its impact is constrained by uneven institutional capacity and
limited coordination between SETAs, training providers, and workplaces (Khunoethe & Reddy,
2023). Strengthening these linkages is essential for improving the credibility and developmental
value of learnerships, particularly in sectors such as agriculture, where workplace environments

vary significantly.
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2.12.3 Corporate Governance and Return on Skills Investment

Corporate governance structures determine how effectively levy-funded skills development
programmes are planned, implemented, and evaluated. SETAs are mandated to manage public
funds responsibly, strengthen employer participation, and ensure that learnerships contribute to
national development priorities (ETDP SETA, 2024). Sound governance is therefore essential for
ensuring that investments in training translate into meaningful labour market and economic

outcomes.

Concerns regarding accountability, financial management, and programme oversight have been
raised across several SETAs. These include challenges linked to board instability, weak
monitoring systems, and inefficiencies in the allocation and utilisation of levy resources
(Pongweni, 2025). Governance weaknesses erode trust among employers and diminish the
system’s capacity to deliver targeted, high-quality training. This is particularly important in
agriculture, where the development of practical skills depends on strong partnerships between

industry, municipalities, and rural development actors (Khunoethe & Reddy, 2023).

The question of return on skills investment has gained prominence as significant public funds
continue to be allocated to training without commensurate reductions in youth unemployment or
informal sector dependency (Mustajab & Irawan, 2023). Assessing ROI requires more than
measuring training costs and employment rates. It involves evaluating whether learnerships build
relevant competencies, support enterprise development, and contribute to structural
transformation within local economies. In agriculture, ROI is influenced by access to land,
markets, finance, and extension services, which determine whether trainees can convert acquired

skills into productive activity (McGrath et al., 2020).

Stronger governance mechanisms can enhance ROI by improving alignment between programme
content and labour market needs, strengthening provider performance, and encouraging more
meaningful employer participation. Without such reforms, learnerships risk functioning as
compliance-driven initiatives rather than developmental instruments that can improve economic
participation. Understanding how governance influences ROI is therefore central to evaluating

the overall effectiveness of AgriSETA-funded programmes.
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2.12.4 Digitalisation, Blended Learning and Online Delivery in Vocational Training

Digitalisation has become a defining feature of modern skills development systems, transforming
how learning is delivered, assessed, and supported. Global trends indicate an expansion in
blended and online modalities that enhance flexibility, widen access, and strengthen the relevance
of vocational training in dynamic labour markets (Song & Lai, 2025). These shifts have

significant implications for the design and implementation of learnerships in South Africa.

Within the occupational qualifications framework, digital tools can complement theoretical
components, enhance formative assessment, and improve communication between learners,
providers, and workplaces (Attwell et al., 2023). Blended learning models reduce travel costs,
expand access to multimedia simulations, and promote more consistent learning experiences
across resource-constrained contexts. For agricultural programmes, digital platforms additionally
support practical learning through virtual demonstrations, management applications, and remote

advisory tools (Song & Lai, 2025).

However, digitalisation risks reproducing existing inequalities. Many rural and small-scale
employers lack reliable connectivity, suitable devices, or the necessary technical expertise to
integrate digital tools into workplace learning effectively (Mwansa et al., 2025). Learners in these
environments often face similar barriers, which constrain their engagement with online materials
and limit the benefits of blended learning. These digital divides weaken programme quality and

exacerbate geographic disparities.

Institutional readiness poses an additional constraint. Many providers lack the digital
infrastructure, instructional design capacity, and staff expertise required to deliver technology-
enhanced learning at scale (Rajuroy, 2025). Without adequate support and professional
development, digitalisation may lead to superficial adoption rather than meaningful pedagogical

change. As a result, learner experiences often vary widely across providers and regions.

Effective digitalisation requires coordinated investment, targeted institutional support, and
governance mechanisms that ensure equitable access. For AgriSETA, building digital capability
across providers and workplaces is essential for improving programme quality and preparing
learners for a modern, technology-enabled agricultural sector. Integrating digitalisation within
broader system reforms creates the foundation for more flexible, adaptive, and future-oriented

learnership delivery.
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2.12.5 Change Management and the ADKAR Model in Skills System Reform

The effectiveness of skills development depends not only on policy design and institutional
mandates but also on the ability of organisations and stakeholders to implement change. Persistent
weaknesses in coordination, programme quality, and post-training support suggest that reforms
within the skills ecosystem often fail to translate from policy intention into operational practice

(Khunoethe & Reddy, 2023). Applying a change-management lens helps explain why this occurs.

The ADKAR model provides a structured framework for analysing the conditions necessary for
successful system reform. Awareness of the need for change is uneven across the skills landscape.
Although national strategies emphasise modernising vocational training, stakeholders such as
employers, training providers, and local institutions may not share a common understanding of
the rationale for reforms or their practical implications (Hanif, 2023). Fragmented awareness

weakens early momentum for system-wide improvement.

Incentives, organisational culture, and perceived benefits shape the desire to support reform.
Employers in agriculture may be hesitant to participate in structured workplace training if
administrative requirements are high or if the expected returns are uncertain (O’Neil et al., 2023).
Training providers, particularly those with limited resources, may prioritise compliance over

innovation when incentives for quality enhancement are weak.

Knowledge and ability relate to whether institutions possess the technical, managerial, and
pedagogical skills required to implement reforms. Many providers face capacity constraints in
curriculum design, digital learning, learner support, and assessment moderation. Workplaces
frequently lack structured mentoring systems, which compromises the quality of Work-Integrated
Learning (Hlatjwako et al., 2025). These capability gaps erode the impact of reforms regardless

of policy intent.

Reinforcement mechanisms are necessary to sustain improvements. Weak monitoring systems,
inconsistent accountability structures, and limited feedback loops between SETAs, providers, and
employers restrict the consolidation of change across the system (Sithole, 2025). Without

reinforcement, promising initiatives lose traction and reforms remain fragmented.

Applying the ADKAR model clarifies why policies aligned with national development agendas,

governance principles, and digitalisation strategies do not consistently achieve their intended
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outcomes. It highlights the need for coordinated capacity building, clearer incentives, and
stronger oversight to ensure that reforms become embedded in everyday practice. For AgriSETA,
integrating change-management principles into programme planning and implementation is

essential for improving the long-term effectiveness of learnerships.

2.13 MACRO CONTEXT

The macro context considers the global forces that shape the design, expectations, and
performance of contemporary learnership programmes. Internationally, vocational training
systems have undergone significant transformation in response to rapid technological change,
shifting labour market demands, and evolving pedagogical models that emphasise flexibility,
digital competence, and applied learning (Rajamanickam et al., 2025). These developments
influence how countries conceptualise skills development and the competencies required for

participation in increasingly complex economic environments.

Global learnership and apprenticeship models have also informed local vocational practices in
South Africa. International frameworks emphasising work-integrated learning, competency-
based assessment, and stronger employer engagement have contributed to national policy reforms
and helped shape the evolution of the skills development landscape (ILO, 2022). In contrast, these
models offer valuable benchmarks; their translation into meaningful outcomes depends on the
capacity of local institutions, the coherence of implementation systems, and the realities of

domestic labour markets.

Sustainability challenges within vocational training are another global concern. International
evidence shows that training systems frequently experience funding pressures, inconsistencies in
programme quality, and limited post-training support, all of which undermine long-term
outcomes (Han & Jamaludin, 2025). These challenges are mirrored within South Africa’s skills
development architecture and highlight the need for policy alignment, adequate resourcing, and

effective institutional coordination to maintain programme relevance.

The alignment between learnerships and global development priorities, particularly the United
Nations Sustainable Development Goal 4, is also significant. SDG 4 emphasises inclusive and
equitable quality education, lifelong learning, and skills development for employment and
sustainable livelihoods (Barbosa et al., 2020). Positioning AgriSETA learnerships within this

global agenda strengthens understanding of their role in advancing broader human capital
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development and socio-economic transformation.

The macro context encompasses the economic and social implications of vocational training.
International research suggests that well-designed learnerships can contribute to reduced
unemployment, enhanced productivity, and improved community resilience. However, outcomes
often remain uneven due to structural constraints within labour markets and training ecosystems
(Kemper et al., 2025). These global insights provide a foundation for analysing the relevance,

opportunities, and limitations of learnerships within South Africa’s agricultural sector.

2.13.1 Emerging Trends in Global Vocational Training

The global vocational education and training sector is undergoing rapid transformation in
response to technological innovation, labour market volatility, and the demand for adaptable,
future-oriented skills. As economies digitalise, vocational systems are increasingly adopting
flexible, technology-enhanced learning models that integrate workplace readiness, practical
competence, and innovation capabilities (Ghosh & Ravichandran, 2024). These developments
provide important reference points for countries seeking to modernise their training systems and

equip learners for competitive and dynamic labour markets.

2.13.1.1 Work-Integrated Learning in Global Vocational Systems

Work-Integrated Learning (WIL) has become a central feature of contemporary vocational
systems. Global training models are increasingly combining structured theoretical instruction
with supervised workplace learning to enhance relevance and ensure alignment with industry
expectations (Cahyasari Putra et al., 2022). WIL approaches help close the persistent gap between

classroom learning and the competencies needed for workplace environments.

In agricultural training, WIL is especially important because competence is demonstrated through
practical ability, situational judgement, and regular exposure to production systems. International
evidence highlights that effective WIL models depend on strong partnerships between training
providers, employers, and regulatory bodies. These partnerships support the development of
shared curricula, coordinated workplace activities, and consistent standards that reflect industry

needs (Permani et al., 2025).

Countries with well-established WIL systems report improvements in learner employability,
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work readiness, and productivity. These benefits arise because trainees complete programmes
with both technical knowledge and contextual understanding of operational settings (Philip et al.,

2025),

Agriculture, however, presents unique challenges for WIL. Many rural regions lack appropriate
host sites, experienced mentors, or adequate infrastructure to support workplace learning. This
results in uneven learner experiences and inconsistent quality of WIL implementation (Khetsha

& Makhoahle, 2023).

In South Africa, WIL forms the foundation of learnerships as mandated by the Skills
Development Act and the Quality Council for Trades and Occupations (QCTO). AgriSETA
learnerships reflect this policy direction, although disparities in host-site capacity, supervision,
and workplace exposure continue to undermine implementation (ILO, 2022). These weaknesses
contribute to uneven learner outcomes, particularly in remote areas where agricultural enterprises

face resource constraints.

Strengthening WIL within AgriSETA programmes requires closer alignment between curriculum
intent, workplace tasks, and assessment instruments. Clearer expectations for employers, stronger
monitoring processes, and shared accountability between institutions and host sites would
improve standardisation and learner progression (Wahyuningsih et al., 2025). A more robust WIL
structure would support the National Development Plan’s emphasis on labour-absorbing growth

by increasing workplace readiness and entrepreneurial capability in agricultural settings.

2.13.1.2 Technological Innovations Transforming Vocational Education

Advancements in digital and immersive technologies are reshaping vocational training by
transforming how learners acquire and practise skills. Virtual Reality (VR) and Augmented
Reality (AR) support simulation-based learning for high-risk or technically demanding tasks,
allowing trainees to practise safely and consistently in controlled environments (Muskhir et al.,
2024). AR tools overlay instructional guidance onto real tasks, enhancing accuracy and

reinforcing procedural understanding.

Artificial Intelligence (AI) and Machine Learning (ML) enable personalised learning by adapting
instructional content to individual performance. These tools support automated feedback, real-

time assessment, and the identification of learning gaps (Raza, 2023). Predictive analytics can
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track learner progress and strengthen early intervention strategies.

The Internet of Things (IoT) further brings training environments closer to real-world industry
conditions. IoT-enabled tools and sensors generate live operational data, allowing trainees to
engage with diagnostics, monitoring systems, and performance indicators used in modern

workplaces (Ghashim & Arshad, 2022).

Gamified learning environments have also become more prevalent. These systems utilise game-
based elements to enhance motivation, reinforce soft skills, and enhance practical competence
(Dahalan et al., 2023). Robotics and automation laboratories provide additional opportunities for
hands-on learning and innovation, preparing learners for industries where automation is

increasingly integrated into production systems (Setyawan, 2025).

These technologies expand the possibilities for experiential learning and enhance the alignment

between vocational training and the rapidly evolving industry demands.

2.13.1.3 Case Studies of Global Best Practice

International case studies demonstrate the value of technology-enhanced vocational training.

e In Australia, VR simulations are used to support trades training, enabling trainees in fields
such as carpentry and plumbing to practise repeatedly and safely, with reduced material
waste and improved skill retention (Construction Skills Queensland & Queensland

University of Technology, 2022)

e Canada has integrated AR systems in welding programmes, offering real-time
performance feedback and decreasing reliance on physical consumables (Hussain et al.,

2025).

e Singapore’s vocational institutions use Al-supported adaptive learning platforms to
personalise training pathways, accommodate diverse learner profiles, and strengthen

engagement and achievement (Tan et al., 2025).

These examples demonstrate how technology-supported vocational models can enhance safety,

lower training costs, enhance competence, and facilitate scalable delivery.
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2.13.1.4 Challenges and Limitations

Despite their potential, technology-integrated vocational systems face several constraints. High
implementation and maintenance costs remain a significant barrier, particularly for institutions
operating with limited budgets (OECD, 2025). Infrastructure challenges, including unreliable

connectivity, restrict adoption in rural or under-resourced areas.

Effective use of advanced technologies also requires sustained educator training. Many
institutions struggle to equip educators with the digital competence necessary to integrate these
tools meaningfully into their teaching practices (Selase et al., 2023). Concerns about digital
exclusion persist, with learners in remote areas being more likely to face access barriers to digital

resources.

These limitations highlight that technology must complement, rather than replace, broader
structural and institutional reforms. Without sufficient support, technology integration can deepen

inequalities rather than resolve them.

2.13.1.5 Implications for Policy and Practice

Maximising the value of emerging technologies in vocational training requires coordinated policy
direction, targeted investment, and ongoing institutional capacity-building. International policy
frameworks emphasise the need to embed digital competence within curricula, strengthen public-
private partnerships, and promote inclusive access to technology-enhanced learning opportunities

(ETF, 2023).

Key implications for policy and practice include the need to:

strengthen educator training to ensure confident and effective use of advanced

technologies

e adopt inclusive digital strategies that minimise learner access gaps

e build partnerships with industry to support sustainable technology adoption

e integrate digital and innovation competencies systematically into vocational curricula

50



These implications are particularly relevant to the agricultural sector, where technology is
increasingly central to production, market access, and data-driven decision-making. Technologies
such as VR, AR, Al, IoT, and automation offer valuable opportunities for enhancing agricultural
training. However, their success depends on having the appropriate resources, skilled personnel,

and equitable access for all learners (Pulley et al., 2025).

2.13.2 Impact of International Learnership Models on Local Practices

International learnership models continue to shape how countries design and reform vocational
training systems. These models serve as benchmarks for curriculum development, industry
engagement, technology utilisation, and the establishment of clear pathways into employment
(James Relly & Laczik, 2021). For South Africa, and particularly for agricultural training under
AgriSETA, global practices offer reference points for improving programme relevance,
standardisation, and labour market alignment. At the same time, the adaptation of such models
must account for the realities of rural, unequal, and resource-constrained contexts where

implementation challenges are more pronounced.

2.13.2.1 Lessons from Global Learnership Models

Global vocational systems demonstrate the value of combining theoretical learning with
structured workplace exposure, as exemplified by models such as the dual systems employed in
Germany and Switzerland. These systems integrate classroom instruction with industry-based
learning to ensure that trainees apply theoretical concepts in real operational settings, improving
workplace readiness and practical competence (OECD, 2025). Elements of this approach are
incorporated into South Africa’s learnership system, although alignment between coursework and

workplace experience remains uneven.

International models also emphasise sector-driven curriculum design. In contexts such as
Australia, strong collaboration between training institutions and industry bodies ensures that
curricula remain responsive to technological change and shifting labour needs (Taofeek, 2025).
South African institutions that offer agricultural training, including specialised colleges, draw
inspiration from such approaches, although resource constraints often limit the frequency and

depth of curriculum updates.

Technological integration is another defining feature of global best practice. In several countries,
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immersive tools such as Virtual Reality (VR) and Augmented Reality (AR) have been introduced
to supplement practical instruction, reduce material waste, and improve learner competence in
technical tasks (Iyer et al., 2025). These developments demonstrate how well-chosen
technologies can effectively support practical learning in situations where physical resources are

limited.

2.13.2.2 Local Implementation and Challenges

Translating international learnership models into South Africa’s agricultural training system
requires careful consideration of contextual realities. Rural colleges and training centres operate
under conditions markedly different from those seen in well-resourced international systems.
Local farming practices, infrastructure variability, and regional disparities significantly influence

both the feasibility and quality of workplace learning (Khunoethe & Reddy, 2023).

A recurring challenge is the misalignment between training outcomes and labour market
opportunities. Many learnership graduates struggle to access employment due to limited
workplace exposure, weak employer networks, or slow agricultural absorption rates (Government
Technical Advisory Centre & DHET, 2020). Addressing this requires more substantial
curriculum-industry alignment and more intentional coordination between training providers,

employers, and sector bodies.

Sustainability concerns further affect programme effectiveness. Short funding cycles, limited
institutional capacity, and minimal post-training support reduce the long-term value of many
learnerships. International experience highlights the importance of structured mentorship
systems, coherent funding arrangements, and stable policy commitments in sustaining

programme quality and supporting learner progression (Ye et al., 2024).

2.13.2.3 Opportunities for South Africa

South Africa can strengthen its learnership ecosystem by selectively adapting relevant global
practices while grounding implementation in local conditions. International models underscore
the importance of strong public-private partnerships, which can expand training opportunities,
enhance access to resources, and create clearer transition pathways into employment (Lawal &
Isah, 2025). Strengthening such partnerships within AgriSETA could help address gaps in
workplace exposure and industry engagement.
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Technology integration presents another opportunity. Digital tools, including Al-supported
learning platforms, remote assessment systems, and loT-enabled monitoring tools, have enhanced
the efficiency and quality of vocational programmes in other countries (Leong, 2025). With
careful planning and equitable access, these tools could enhance learner readiness and improve

instructional quality within agricultural programmes.

Policy alignment also remains critical. International frameworks that prioritise digital
transformation, inclusivity, and sustainable funding models offer helpful guidance for refining
national strategies. Adapting these lessons meaningfully requires striking a balance between
global innovation and local needs, ensuring that vocational education contributes effectively to
reducing skill shortages, enhancing employment prospects, and supporting agricultural

development in South Africa.

2.13.3 Sustainability Challenges in Vocational Training Programmes

The sustainability of vocational training programmes is essential for building resilient skills
systems capable of responding to global socio-economic and environmental pressures. However,
many programmes face persistent constraints that undermine their long-term effectiveness,
especially in resource-limited environments. These challenges must be considered in relation to

both international experience and local contextual realities.

A central constraint is inconsistent and insufficient funding. Many vocational training
programmes rely heavily on government allocations that are often strained by competing national
priorities. Limited fiscal resources restrict investment in infrastructure, advanced technologies,
and continuous development for instructors (Mack, 2024). In contrast, countries with established
dual training systems, such as Germany, demonstrate how coordinated public-private
partnerships can ease financial burdens and support more sustainable investment models (OECD,

2025).

Keeping curricula aligned with rapidly changing labour market demands presents an additional
challenge. Emerging industries increasingly require digital, technical, and innovation-oriented
competencies, yet many programmes continue to offer outdated or narrowly framed curricula.
International systems that employ continuous industry feedback loops, such as those in
Singapore, illustrate the value of responsive curriculum renewal in reducing skills mismatches

(OECD, 2025).
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Technology integration creates further pressure on under-resourced training environments. While
tools such as Artificial Intelligence, Virtual Reality, and the Internet of Things have the potential
to strengthen practical learning, their adoption is often limited by infrastructure deficits,
affordability constraints, and uneven digital literacy among educators (Rahmawati et al., 2025).
Localised, cost-effective solutions, including mobile learning platforms and simplified digital

simulations, can help bridge these gaps.

Inclusivity remains a global concern. Despite commitments to equitable access, structural barriers
continue to limit the participation of marginalised groups, including women, rural youth, and low-
income communities. Although Sustainable Development Goal 4 emphasises inclusive and
equitable quality education, implementation remains uneven across regions (Alla-Mensah et al.,

2021).

The transition towards greener economies adds further complexity. Vocational training systems
are increasingly expected to prepare learners for roles in renewable energy, sustainable
agriculture, and waste management. Integrating green skills requires curriculum reform,
investment in specialised equipment, and capacity-building for facilitators. International
frameworks acknowledge the importance of sustainability within TVET, but also highlight that
such reforms are resource-intensive and require long-term political commitment (Jerald et al.,

2024)

Governance weaknesses also undermine sustainability. Fragmented policy implementation,
inconsistent coordination between national and regional bodies, and weak oversight mechanisms
contribute to irregular programme quality and limited strategic coherence (Abd Rahman et al.,
2025). Attempts in several countries to strengthen TVET through competency-based education
demonstrate both the potential benefits and the persistent governance obstacles that can impede

reform.

Ultimately, the lack of robust monitoring and evaluation systems hinders the ability to track
outcomes, identify areas for improvement, and inform ongoing enhancements. International
systems with mature evaluation practices illustrate the value of structured monitoring tools and
feedback mechanisms in enhancing accountability and sustaining programme relevance

(Hippach-Schneider, 2025).

These sustainability challenges highlight the need for coherent funding models, effective
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governance, relevant curricula, and inclusive, technology-enabled strategies to ensure that

vocational training systems remain responsive to evolving economic and social conditions.

2.13.4 Alignment with Sustainable Development Goals

The Sustainable Development Goals provide a global framework for guiding education,
employment, and development priorities. Although SDG 4 is the most directly relevant to
vocational education, several SDGs intersect with agricultural learnerships, broadening their

contribution to inclusive and sustainable development (Storonyanska et al., 2024).

e SDG 4: Quality Education

Learnerships directly support SDG 4, which emphasises inclusive, equitable, and high-quality
education. Their dual structure, combining theoretical instruction with structured workplace
learning, aligns with the SDG 4 targets on lifelong learning, employability, and relevant skills for
decent work (Peter et al., 2025). By linking curriculum content to industry requirements,
learnerships enhance educational relevance and strengthen pathways into productive economic

participation.

e SDG 1 and SDG 2: No Poverty and Zero Hunger

Agricultural learnerships contribute to poverty reduction and food security by equipping trainees
with technical production skills and sustainable farming practices. These capabilities are
particularly significant in resource-constrained rural settings, where enhanced agricultural
competence can improve household resilience and support diversified livelihoods (Amankwah &

Gwatidzo, 2024).

e SDG 8: Decent Work and Economic Growth

Learnerships advance SDG 8 by supporting structured skills acquisition, workplace exposure,
and improved labour market readiness. Their focus on preparing youth and marginalised groups
for economic participation aligns with national efforts to expand wage employment and stimulate
entrepreneurship. However, structural barriers, limited market access, and weak post-training
support often restrict the full realisation of SDG 8’s intended benefits (McGrath & Yamada,
2023).
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e SDG 9: Industry, Innovation and Infrastructure

SDG 9 highlights the importance of innovation, technology, and resilient infrastructure.
Embedding digital tools, innovation-oriented activities, and climate-smart practices within
agricultural training positions AgriSETA learnerships within broader global productivity trends.
Such integration supports modernisation and strengthens long-term competitiveness within

agricultural value chains (Muwaniki et al., 2024).

e SDG 13: Climate Action

Climate action is increasingly central to agricultural training. Learnerships that incorporate soil
conservation, water management, and sustainable production techniques contribute to climate
resilience and promote environmentally responsible farming practices. This aligns with SDG 13’s

emphasis on adaptation and sustainable ecosystem management (Bhatnagar et al., 2024).

These SDGs demonstrate that learnerships function not only as education and training
mechanisms but also as catalysts for inclusive rural development, sustainable production, and
expanded economic participation. Their contribution extends beyond skills acquisition to address
broader developmental priorities related to poverty, employment, innovation, and climate

resilience.

The figure below summarises how key AgriSETA learnership outcomes intersect with selected

SDGs.

Figure 2: Alignment of AgriSETA Learnership Outcomes with Relevant SDGs
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2.13.5 Economic Impact of Learnerships

Learnerships form a central component of South Africa’s skills development strategy, making a
meaningful contribution to economic growth by addressing unemployment, enhancing
productivity, and supporting inclusive economic transformation. Their primary economic value
lies in bridging the persistent gap between education and employment by equipping participants
with competencies that reflect contemporary labour market needs (Chowa et al., 2025). In a
context where youth unemployment remains exceptionally high, learnerships offer structured
pathways into employment and help mitigate skills mismatches, particularly for historically

disadvantaged groups (Habiyaremye et al., 2022).

By combining accredited qualifications with practical workplace exposure, learnerships enhance
employability and support the development of a more adaptable workforce. This aligns with
global priorities that emphasise productivity-driven and inclusive economic growth, particularly
within the Sustainable Development Goal framework (Rogan et al., 2020). In addition, by
addressing sector-specific skills shortages and supporting innovation, learnerships strengthen

national competitiveness and contribute to regional economic development.

Private sector participation is reinforced through mechanisms such as the skills development levy,
tax incentives, and corporate social investment commitments. These instruments encourage firms
to invest in training, creating mutual benefits: businesses develop a pipeline of entry-level talent,
while trainees gain industry-relevant experience and improved employment prospects (O’Neil et
al., 2023). This reciprocal relationship supports a cycle of investment, productivity, and socio-

economic advancement.

However, the long-term economic contribution of learnerships depends on effective governance,
coherent policy alignment, and robust monitoring systems. Alignment with frameworks such as
the National Development Plan helps ensure that training programmes remain responsive to
national economic priorities. Collaboration between employers, SETAs, municipalities, and
training institutions are also essential for adapting learnerships to evolving labour market trends

and technological change.

Persistent challenges, including administrative inefficiencies, uneven programme quality, and
limited access in rural areas, continue to restrict the full economic potential of learnerships.

Addressing these constraints requires strengthening programme delivery systems, widening
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access, and expanding post-training support. Digital learning platforms and blended training
models provide opportunities to expand reach, enhance efficiency, and facilitate broader
participation (ILO, 2023). With coherent policy support and improved implementation,

learnerships can continue to play a strategic role in South Africa’s economic development.

2.13.51 Corporate Governance, Public Investment, and Return on Skills

Development

Public investment in skills development is tied to expectations of economic returns, system
accountability, and a measurable impact on the labour market. Learnerships form a substantial
component of government expenditure aimed at reducing unemployment, improving productive
capacity, and supporting inclusive growth. As a result, the governance of these programmes and
their ability to generate tangible returns have become central concerns in national policy debates

(O°Neil et al., 2023).

Corporate governance principles emphasise transparency, accountability, and effective use of
public resources. These principles are particularly relevant for SETAs, which manage levy funds
and are expected to translate financial investment into improved workforce capability. Effective
governance requires precise alignment between strategic planning, implementation processes,
and long-term development objectives articulated in the National Development Plan (Van
Kradenburg, 2025). Weaknesses in governance, planning, or oversight reduce the value generated

from public expenditure and erode confidence in the skills development system.

Evaluating return on investment (ROI) is essential for assessing learnership effectiveness. The
state’s financial commitment to the SETA system rests on the expectation that training
participation will increase employability, stimulate enterprise development, and enhance
productivity. However, outcomes remain inconsistent across sectors, and many graduates
struggle to transition into sustainable work or entrepreneurship (Strydom & Masitenyane, 2025).
These challenges weaken overall ROI and highlight systemic issues such as limited market

access, inadequate post-training support, and fragmented institutional coordination.

In the agricultural sector, ROl is shaped by additional contextual factors. High input costs, limited
access to land, and fragmented value chains constrain the ability of trainees to convert skills into
economic activity. As a result, the benefits of agricultural learnerships may materialise more

slowly than in other sectors, requiring sustained support mechanisms to enable meaningful
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outcomes (Rabie & Cornelissen, 2023). Governance frameworks must therefore account for the

structural realities of agriculture when evaluating economic returns.

The effectiveness of public investment also depends on robust monitoring and evaluation. Strong
M&E systems enable SETAs and training institutions to track learner progression, identify
implementation bottlenecks, and adjust interventions to improve programme quality. However,
M&E practices are uneven across providers, and many rural institutions lack the capacity to
collect reliable longitudinal data (Ward & Rosenberg, 2020). Strengthening these systems would

improve accountability and provide more unmistakable evidence of ROIL.

Improved governance also requires stronger coordination across government departments, local
municipalities, industry associations, and training institutions. Fragmented responsibilities
weaken the alignment between training provision and employment or enterprise opportunities.
More integrated inter-agency collaboration would improve the conversion of skills into economic
activity, thereby increasing both programme impact and the economic efficiency of public

investment (Zweni, 2023).

Incorporating corporate governance and ROI considerations into the analysis of learnerships
underscores the need to view training not only as a social intervention but also as a strategic
economic investment. Strengthening governance structures, improving resource allocation, and
expanding post-training support can significantly increase the returns generated from
learnerships, particularly in sectors characterised by structural barriers and high entry costs. These
insights reinforce the broader argument of this thesis: learnerships achieve their highest
developmental value when embedded within coordinated, well-governed, and opportunity-rich

systems.

2.13.6 Social Impact of Learnerships

Learnerships hold significant social value in South Africa by advancing inclusion, promoting
equity, and reducing structural barriers to education and employment. These programmes expand
access to formal training for marginalised groups, including youth, women, and persons with
disabilities, and in doing so support international goals aimed at reducing inequality (W&RSETA,
2023). By providing recognised qualifications and practical experience, learnerships strengthen
social mobility and enable participants to transition from unemployment and poverty into more

stable forms of economic participation.
59



The benefits extend beyond individual learners to households and communities. Increased access
to training and employment enhances household income, reduces dependency on social
protection systems, and improves long-term financial security. Evidence indicates that
participation in structured training programmes can improve living standards, reduce
vulnerability, and strengthen resilience in communities facing persistent socio-economic
challenges (O’Neil et al., 2023). These outcomes contribute to broader efforts aimed at

eradicating poverty and promoting sustainable livelihoods.

Learnerships also promote lifelong learning by encouraging continued skills development and
progression through the education and training system. This orientation enhances adaptability,
strengthens employability, and supports career advancement in dynamic labour markets.
Exposure to workplace environments reinforces soft skills such as teamwork, communication,
and professionalism, contributing to the development of a confident and work-ready labour force

that aligns with global commitments to quality education (Orji, 2025).

At the community level, learnerships help build social cohesion by fostering collaboration
between employers, training institutions, and local organisations. These partnerships strengthen
local capacity and create more coordinated responses to socio-economic challenges. Programmes
that intentionally support the participation of women contribute to gender equality by expanding

access to training and formal employment opportunities (O’Neil et al., 2023)

Learnerships further enhance social capital by broadening learners’ access to professional
networks, role models, and mentorship. These connections support career progression, increase
employability, and help disrupt intergenerational cycles of unemployment. As more participants
enter formal employment or entrepreneurial pathways, they contribute to tax revenues, participate

in social security systems, and stimulate community-level economic activity.

Learnerships exert a substantial social impact. They facilitate empowerment, strengthen
household resilience, promote inclusive participation in the economy, and support more equitable
socio-economic development. Their contribution to social advancement underscores the
importance of sustaining and expanding these programmes within South Africa’s skills

development framework.
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2.13.7 Environmental Impact of Learnerships

Learnerships are increasingly contributing to environmental sustainability by equipping
participants with the knowledge and practical skills necessary to address challenges such as
climate change, resource depletion, and environmental degradation. Many programmes integrate
green skills into vocational curricula and align with Sustainable Development Goals related to
climate action, responsible consumption, and sustainable production (McGrath & Russon, 2023).
By promoting environmentally responsible practices, learnerships support national transitions

toward greener economies and contribute to broader sustainability objectives.

2.13.71 Promoting Green Industries and Practices

A growing number of learnerships focus on emerging green sectors, including renewable energy,
sustainable agriculture, waste management, and resource-efficient manufacturing. These
programmes equip trainees to implement energy-efficient technologies, manage waste more
effectively, and adopt sustainable farming methods (McGrath & Russon, 2023). Such training
reduces environmental footprints while preparing learners for employment opportunities within

expanding green industries.

2.13.7.2 Facilitating a Low-Carbon Transition

By embedding sustainability principles within their curricula, learnerships strengthen the
competencies needed to support national and global low-carbon development pathways. Training
in areas such as water conservation, green construction, and renewable energy installation
prepares learners to contribute to climate mitigation and adaptation initiatives (EWSETA, 2025).
These programmes reinforce the application of sustainable practices in both workplace and

household contexts, thereby enhancing societal resilience to environmental challenges.

2.13.7.3 Collaboration for Environmental Sustainability

Environmental sustainability within learnership systems is often supported through partnerships
between government, industry, training institutions, and civil society. Such collaboration enables
the design of programmes that respond to environmental pressures while creating employment
within green sectors. Coordinated initiatives demonstrate how cross-sectoral cooperation can

enhance national capacity for sustainability-focused training and foster a culture of environmental
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stewardship (UNIDO, 2025).

2.13.7.4 Systemic Changes and Community Benefits

The environmental impact of learnerships extends beyond formal training settings. Programmes
that address biodiversity conservation, soil rehabilitation, and waste-to-energy processes promote
sustainable practices within local communities. By equipping participants with practical
environmental skills and encouraging local leadership, learnerships contribute to the protection
of natural resources and support the development of climate-resilient communities (AgriSETA,

2021).

2.13.8 Policy and Governance Framework for Learnerships

The effectiveness of learnerships in supporting sustainable development depends heavily on the
strength of the policy and governance frameworks that underpin their implementation. Well-
designed frameworks ensure that learnerships align with national development priorities and
global commitments, including the Sustainable Development Goals (SDGs). They provide
strategic direction, oversight, and accountability, helping to ensure that learnerships make

meaningful contributions to socio-economic transformation (Raj & Jain, 2025).

2.13.8.1 The Role of Policy in Learnership Programmes

Policy frameworks establish the foundational objectives, funding mechanisms, and operational
standards of learnership programmes. They determine programme structure, quality assurance
protocols, and compliance expectations, ensuring alignment with national socio-economic goals.
In South Africa, the National Skills Development Strategy (NSDS) remains central to learnership
policy, emphasising priorities such as reducing unemployment, promoting inclusivity, and
strengthening multi-sectoral partnerships (O’Neil et al., 2023). Clear policy guidance, particularly
regarding funding, often supported through skills development levies, supports the sustainability

and scalability of learnership initiatives.

2.13.8.2 Governance Frameworks: Ensuring Effective Implementation

Effective governance is essential for translating policy into meaningful outcomes. Governance
structures promote accountability, transparency, and quality assurance, while facilitating

cooperation among government entities, industry partners, and educational institutions. Strong
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governance is essential in ensuring that learnerships remain responsive to local labour market

needs, as noted by OECD (2023).

Robust governance mechanisms are crucial for supporting sustainable rural development,
particularly in areas where skills gaps are entrenched. South Africa’s decentralised governance
model allows regional adaptation, improving programme relevance in diverse socio-economic

contexts.

2.13.8.3 Integrating Learnerships into Legislative and Regulatory Frameworks

Embedding learnerships within national legislative and regulatory systems enhances their
legitimacy, sustainability, and long-term impact. Legislation establishes formal standards for
certification, quality assurance, and employer obligations, ensuring that training meets both the
needs of learners and economic priorities. Labour regulations also safeguard participant welfare

by regulating wages, working conditions, and support services throughout the training period.

Learnerships, therefore, represent a strategic mechanism for advancing sustainable development
through strengthened education, employment, and social equity outcomes. Their alignment with
the SDGs reinforces their potential to contribute to economic growth, social transformation, and

environmental stewardship.

The macro-level analysis highlights that national and regional skills development policies
increasingly position vocational training programmes as instruments for promoting
entrepreneurship and inclusive economic participation. However, persistent structural challenges,
including rural economic marginalisation, limited access to markets, and unequal distribution of
productive resources, continue to influence the capacity of training initiatives to generate
sustainable entrepreneurial outcomes. These macro-economic and policy dynamics provide an
important contextual foundation for the present study, which seeks to evaluate the effectiveness
of learnership programmes in facilitating entrepreneurial growth within constrained development

environments.

2.14 MESO CONTEXT

The meso context examines the institutional, legislative, and organisational mechanisms that

translate national development priorities into functional learnership programmes. This level
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focuses on how national strategies interact with AgriSETA, how regional disparities shape
implementation, and how regulatory instruments influence the structure and delivery of
vocational training in South Africa. It also considers the roles of key stakeholders involved in
coordinating, delivering, and monitoring learnerships. Through this analysis, the meso context

highlights the operational factors that shape programme quality, relevance, and sustainability.

Legislative and regulatory frameworks play a central role in guiding the operationalisation of
learnerships. Situated between macro-level policy intentions and micro-level delivery structures,
these frameworks convert national socio-economic priorities into practical training interventions
(Tekwa, 2024). They establish standards for programme design, workplace learning, assessment,
and monitoring, ensuring alignment with labour market needs and compliance with national and

regional requirements.

Within a sustainable development paradigm, meso-level frameworks also support the integration
of learnerships with the Sustainable Development Goals. Regulatory guidance, precise
accountability mechanisms, and coordinated governance enable government departments,
industry partners, and training institutions to collaborate on shared development objectives
(Xueying, 2024). This collaboration is essential for addressing persistent challenges, such as
skills shortages, unemployment, and social inequality, particularly in rural contexts where

AgriSETA programmes play a crucial role in strategic development.

Understanding these meso-level structures is therefore critical for evaluating the effectiveness of
learnerships and identifying opportunities to strengthen institutional coordination, enhance

programme delivery, and improve long-term impact.

2.14.1 Intersections Between National Development Plans and AgriSETA

The alignment between national development strategies and sector-specific interventions such as
AgriSETA creates an important intersection between high-level policy directives and meso-level
implementation systems. This section examines AgriSETA’s positioning within the National
Development Plan (NDP) and related frameworks, highlighting key synergies, constraints, and

opportunities for advancing sustainable agricultural development.

The NDP 2030 provides South Africa with a long-term blueprint for inclusive growth, human

capability development, and structural transformation. Learnerships, particularly in agriculture,
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intersect with several strategic priorities outlined in the NDP, positioning AgriSETA programmes

as important mechanisms for advancing national development commitments (AgriSETA, 2025).

The NDP emphasises eliminating poverty and reducing inequality by expanding employment
opportunities, strengthening productive sectors, and increasing youth participation in the
economy. Agriculture is identified as a central driver of rural livelihoods, food security, and
labour absorption. AgriSETA learnerships contribute to these aims by equipping trainees with
practical skills, sector-specific competencies, and foundational capabilities required to participate

meaningfully in agricultural value chains (AgriSETA, 2023).

Chapter 3 of the NDP emphasises the need for a capable, skilled, and adaptable workforce that is
responsive to rapidly changing labour market demands. Agricultural learnerships support this
priority by combining structured instruction with practical workplace experience, enabling
trainees to gain technical proficiency and gain real-world exposure. This dual approach aligns
with the NDP’s vision for a population that is adaptive, competitive, and work-ready (SAIIA,
2023)

Chapter 6 of the NDP focuses on rural development, integrated value chains, and inclusive
agricultural growth. Learnerships strengthen rural capabilities by fostering technical knowledge,
promoting sustainable production practices, and enabling young people to enter emerging
farming pathways. By addressing the shortage of skilled agricultural practitioners, learnerships
help support the NDP’s call for stronger rural production systems and inclusive agricultural

transformation (Makamane & Khetsha, 2024).

The NDP also prioritises support for small enterprises, improved market access, and stronger
institutional coordination. Many of these challenges mirror the constraints identified in later
chapters of this thesis, especially those related to limited access to finance, insecure production
spaces, and fragmented post-training support systems. These systemic weaknesses reduce the
ease with which learnership graduates transition into viable economic activity and reflect broader

coordination challenges flagged in the NDP (Ndlovu & Masuku, 2021).

Furthermore, the NDP calls for strengthening the post-school education and training system, with
emphasis on aligning curriculum content with labour market requirements. AgriSETA
learnerships form part of this reform agenda. However, uneven integration of business and digital

competencies reveals a gap between policy aspirations and implementation. Addressing these
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curriculum and delivery gaps would help ensure more consistent alignment with the NDP’s

ambitions for a responsive and future-oriented skills system (DHET, 2023).

Finally, the NDP highlights the importance of innovation-driven and environmentally sustainable
growth. Agricultural learnerships can support this vision by integrating digital literacy, climate-
smart practices, and innovation-oriented pedagogies into programme design. These elements are
becoming increasingly important in rural areas, where technological shifts and climate pressures

are reshaping production systems and market dynamics (Olabanji & Chitakira, 2025).

The intersections between the NDP and AgriSETA programmes underscore the developmental
role of learnerships within South Africa’s broader skills ecosystem. Strengthening these linkages
requires improved institutional coordination, enhanced curriculum relevance, and robust post-
training support. These themes recur across this study and reinforce the central argument that
learnerships achieve their highest impact when aligned with integrated national development

priorities.

2.14.1.1 AgriSETA’s Role in the National Development Framework

AgriSETA plays a pivotal role in advancing the objectives of the National Development Plan,
particularly those related to rural development, employment creation, and poverty reduction. The
NDP 2030 emphasises strengthening rural productive capacity through improved skills,
innovation, and access to resources. AgriSETA contributes to this mandate by designing and
delivering training programmes that develop technical and entrepreneurial capability among rural

communities (AgriSETA, 2025).

AgriSETA’s activities also align with the Agricultural Policy Action Plan, which seeks to
increase agricultural output, promote sustainable land use, and strengthen climate-resilient
production systems. Through targeted training initiatives in areas such as agro-processing,
irrigation management, and sustainable farming, AgriSETA addresses priority skills shortages

and helps advance national objectives for sustainable agricultural growth (AgriSETA, 2025).

2.14.1.2 Bridging Gaps Between Policy and Practice

While AgriSETA’s mandate aligns closely with national development priorities, translating

policy commitments into tangible outcomes remains challenging. Limited coordination among
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government departments, SETAs, and agricultural actors weakens the integration of vocational
training into broader development agendas (Tekwa, 2024). This fragmentation constrains impact

and complicates efforts to scale successful interventions.

Financial limitations and inadequate training infrastructure further restrict effective
implementation. Many rural training centres lack modern equipment, technology-enabled tools,
and sufficient physical resources to deliver industry-aligned training. These constraints limit the
capacity of learnerships to respond to evolving sectoral needs and emerging opportunities within

the agricultural economy (AgriSETA, 2024).

2.14.1.3 Sustainability and AgriSETA’s Contribution to National Goals

AgriSETA contributes to sustainability objectives articulated in the NDP and in global
frameworks such as the Sustainable Development Goals. Its programmes increasingly
incorporate training on climate-resilient agriculture, sustainable production systems, and
resource-efficient practices, helping reduce environmental vulnerability and support long-term

sector viability (AgriSETA, 2025).

The intersection between AgriSETA and national development plans highlights the importance
of aligning sectoral initiatives with broader socio-economic and environmental priorities.
Addressing implementation challenges through improved collaboration, coordinated structures,
and stable resourcing will enhance AgriSETA’s contribution to national development. Sustained
multi-stakeholder commitment remains essential to ensure that learnership interventions support

South Africa’s vision for inclusive and sustainable agricultural transformation.

2.14.2 Effectiveness of Public-Private Partnerships in Agri-Entrepreneurship Training

Public-Private Partnerships (PPPs) have become a crucial mechanism for enhancing agri-
entrepreneurship training by leveraging the complementary strengths of government, industry,
and development partners. These collaborations support skills development, expand access to
technology, and improve market participation, particularly in contexts where public resources or
institutional capacity alone are insufficient. In South Africa and comparable regions, PPPs are
increasingly used to address agricultural skills shortages, accelerate technology adoption, and
promote sustainable farming practices, positioning them as a critical instrument within meso-

level implementation systems.
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2.14.2.1 Strengthening Resource Mobilisation

PPPs enhance resource mobilisation by pooling infrastructure, funding, technical expertise, and
policy support from multiple stakeholders. Governments typically provide regulatory frameworks
and enabling conditions, while private entities contribute innovation, industry knowledge, and
financial investment. This shared approach helps overcome resource constraints that often limit
the reach and quality of agri-entrepreneurship training. Partnerships that support drought-tolerant
seed development, improved inputs, or regional agricultural innovations illustrate how pooled

resources can address sector-specific skills needs and strengthen rural training capacity (Pandey

et al., 2025).

2.14.2.2 Enhancing Access to Advanced Technologies

One of the most significant contributions of PPPs is their ability to reduce technological
disparities between smallholder farmers and commercial producers. Through collaborative
projects, trainees gain exposure to improved seed varieties, precision farming tools, and climate-
resilient production technologies. Such initiatives demonstrate how PPPs can accelerate
technology transfer, improve agricultural efficiency, and strengthen the readiness of emerging

agri-entrepreneurs to operate within modern agricultural value chains (Pandey et al., 2025).

2.14.2.3 Promoting Capacity Building and Knowledge Transfer

PPPs play an important role in capacity building by integrating private sector expertise into
structured training and mentorship programmes. Industry partners contribute specialist
knowledge on production standards, certification requirements, quality assurance, and market
dynamics, while public institutions ensure that training remains inclusive and aligned with
national development goals. These partnerships enhance both the quality and the relevance of
agri-entrepreneurship training, enabling trainees to meet the demands of increasingly

sophisticated agricultural markets (ETF, 2021).

2.14.24 Facilitating Market Integration

A core advantage of PPPs is their ability to strengthen market integration for emerging farmers.
Many partnerships support value-chain development, product quality improvements, and

compliance with market standards. By establishing linkages to domestic and international buyers,
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PPP-driven initiatives help farmers shift from subsistence to commercially viable production.
Improved market access enhances income security, supports enterprise development, and

strengthens the economic resilience of rural communities (Nyabvudzi & Nkwana, 2024).

2.14.2.5 Addressing Sustainability Challenges

PPPs also contribute to environmental and economic sustainability by promoting climate-resilient
farming practices, resource-efficient technologies, and sustainable input management. Initiatives
that encourage conservation agriculture, water-efficient production, and climate-smart
technologies demonstrate how cross-sector collaboration can advance environmental stewardship
while supporting production goals. These contributions are essential for strengthening long-term

sector viability, particularly in contexts vulnerable to climate variability (Olabanji & Chitakira,

2025).

Public-Private Partnerships, therefore, represent a transformative mechanism for strengthening
agri-entrepreneurship training. Their ability to mobilise resources, transfer technology, build
capacity, expand market access, and promote sustainability positions them as a critical meso-
level component of agricultural skills development and a strategic enabler of inclusive sectoral

growth.

2.14.3 Regional Disparities in Learnership Implementation

Regional disparities significantly shape the effectiveness of learnership implementation in South
Africa. Differences in socio-economic conditions, infrastructure, institutional capacity, and
policy support contribute to uneven access, inconsistent programme quality, and unequal
employment outcomes. These disparities weaken national ambitions for equitable development

and highlight the need for context-responsive approaches within the vocational training system.

2.14.3.1 Disparities in Access to Training Opportunities

Access to learnerships varies sharply between urban and rural regions. Urban areas generally
benefit from better infrastructure, well-equipped training facilities, qualified trainers, and strong
industry partnerships, all of which support effective programme delivery. Rural areas, including
large parts of the Eastern Cape Province, face logistical constraints such as weak transport

networks, limited facilities, and fewer employer partnerships (Agumba et al., 2023). Travel costs
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and long commuting distances discourage participation, and evidence from youth employment
programmes shows higher dropout rates among rural learners due to the financial burden of

commuting (Mtotywa & Motaung, 2024).

2.14.3.2 Inconsistent Resource Allocation

Provincial differences in economic capacity contribute to uneven resource distribution for
learnership implementation. Provinces with stronger economies attract more funding, enabling
the delivery of comprehensive, industry-responsive programmes. In contrast, less-resourced
provinces struggle to access adequate funding, resulting in weaker training provision and limited
support services. These disparities reinforce unequal skills development and employment

opportunities across regions (BankSETA, 2025).

2.14.3.3 Variability in Programme Design and Delivery

Programme design and delivery differ considerably across provinces. Some regions tailor
learnership programmes to meet local sectoral needs, producing better employment outcomes.
Others rely on generic programmes that do not reflect regional economies. This misalignment
reduces the relevance of training and weakens labour market integration. Examples include
provinces with potential in fishing, forestry, or tourism failing to embed relevant sector-specific

competencies within their programmes (BankSETA, 2025).

2.14.3.4 Challenges in Monitoring and Evaluation

Monitoring and evaluation (M&E) systems vary widely across provinces. Regions with stronger
M&E capacity are better able to track outcomes, identify implementation gaps, and drive
continuous improvement. Provinces with limited monitoring and evaluation (M&E) capabilities
struggle to monitor learner progression, assess programme quality, or adapt training interventions
to emerging needs (Ward & Rosenberg, 2020). These inconsistencies lead to uneven

accountability and hinder long-term programme refinement.

2.14.3.5 Socio-Cultural Barriers

Socio-cultural norms influence learnership participation, particularly among women and
marginalised groups. Gendered labour expectations, limited community awareness, and cultural

constraints shape participation patterns and contribute to inequitable access to resources.
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Addressing these barriers is crucial to ensure inclusivity and broaden participation in rural and

traditionally underrepresented communities (Ebrahimi et al., 2022).

Regional disparities, therefore, present a significant obstacle to equitable learnership outcomes.
Addressing these challenges requires targeted, context-sensitive strategies that align programme
design, funding, and support mechanisms with local conditions. Strengthening regional systems
is essential for ensuring that learnerships deliver meaningful benefits across all provinces,

particularly within marginalised rural areas.

2.14.4 Key Legislative and Regulatory Instruments

South Africa’s learnership system is supported by a comprehensive legislative and regulatory
framework designed to align workforce development with national socio-economic and
sustainability priorities. These instruments ensure that learnerships are standardised, quality-
assured, and responsive to changing labour market requirements. They also provide the structural
mechanisms through which national development goals are translated into practical skills

interventions.

A central component of this framework is the National Skills Development Strategy, which
outlines strategic objectives for skills development, employment creation, and social
transformation. The Strategy emphasises inclusivity by prioritising access for youth, women, and
persons with disabilities. It reflects global commitments to quality education and decent work by
aligning with broader development principles related to equity, employability, and economic

participation (O’Neil et al., 2023).

The Skills Development Act and the Skills Development Levies Act provide the statutory
foundation for the establishment and functioning of Sector Education and Training Authorities.
SETAs are responsible for designing, funding, managing, and quality-assuring learnership
programmes within their respective sectors. Their mandate includes identifying skills gaps,
ensuring curriculum relevance, overseeing provider accreditation, and maintaining alignment

between training content and industry standards (World Bank, 2020).

Continental and regional frameworks further shape the governance of learnerships. The African
Union’s Agenda 2063 emphasises inclusive growth, improved skills development systems, and

regional coherence in education and training. Aligning national learnership programmes with
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these continental priorities contributes to more coordinated and development-oriented skills

ecosystems (ILO, 2024).

At an international level, the International Labour Organisation provides normative guidance on
workforce development. These guidelines emphasise the importance of decent work, gender
equality, and integrating sustainability and green skills into vocational programmes. Such
principles support South Africa’s efforts to modernise its training systems and ensure their

relevance within a rapidly changing global labour market (ILO, 2022).

These legislative and regulatory instruments create the foundation for ensuring that learnerships
are coherent, relevant, and capable of contributing to national development objectives. Their
practical implementation is essential for ensuring that vocational training systems support

equitable, sustainable, and inclusive outcomes.

2.14.5 Institutional Structures and Stakeholder Roles in Learnership Programmes

The implementation of learnership programmes relies on the coordinated involvement of multiple
institutional structures and stakeholders at the meso level. These include government agencies,
educational institutions, private sector organisations, and non-governmental organisations. Each
stakeholder contributes distinct capabilities that, when effectively aligned, support skills
development, address labour market shortages, and advance socio-economic transformation
(O’Neil et al, 2023). Understanding these roles is essential for assessing programme

effectiveness and identifying areas for strengthening governance and delivery.

2.14.5.1 Government Agencies and Policy Oversight

Government agencies are responsible for shaping the national skills development agenda and
ensuring that learnerships align with strategic socio-economic objectives. The Department of
Higher Education and Training provides overall policy direction, develops regulatory
frameworks, and ensures that learnerships respond to labour market needs. The National Skills
Development Strategy outlines national priorities for employability, inclusivity, and workforce

development (O’Neil et al., 2023).

The Skills Development Act establishes Sector Education and Training Authorities, which

oversee industry-specific learnerships. SETAs manage programme design, funding, quality
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assurance, and employer coordination, ensuring that training remains relevant to sectoral
demands and national development priorities (Botha et al., 2023). This structure provides a bridge

between policy goals and operational implementation.

2.14.5.2 Role of Educational Institutions

Educational institutions, including TVET colleges, universities, and accredited private providers,
deliver the theoretical components of learnerships. They support the development of foundational
knowledge, promote competency acquisition, and prepare learners for workplace integration.
Collaboration with employers helps ensure that curricula remain responsive to technological

advances and changing industry requirements (Njengele et al., 2024).

These institutions also facilitate accreditation and certification under the National Qualifications
Framework, ensuring that learnerships meet national quality standards. Many institutions
contribute to research and curriculum development, supporting continuous improvement and

greater alignment with sectoral needs (Alphonsus & Schmees, 2025).

2.14.5.3 Private Sector Involvement

The private sector plays a critical role by hosting trainees and providing workplace-based learning
opportunities. Employers offer practical experience, operational insight, and mentorship,
bridging the gap between theoretical instruction and real-world application. This partnership
strengthens trainees’ readiness for employment and ensures closer alignment between training

and industry requirements (O’Neil et al., 2023).

Incentives such as tax rebates and skills development levy benefits encourage employer
participation. Businesses also gain access to emerging talent and develop a workforce equipped
with skills tailored to their operational needs. This reciprocal arrangement reinforces the private

sector's role as a strategic partner in national skills development (Allais & Ngcwangu, 2025).

2.14.5.4 Non-Governmental and Community-Based Organisations

Non-governmental and community-based organisations contribute by promoting inclusivity and
supporting equitable access to learnerships for learners. They provide mentorship, counselling,
advocacy, and awareness campaigns, helping address socio-cultural and structural barriers that

limit participation for groups such as women, rural youth, and persons with disabilities (Mosia &
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Lephoto, 2023).

NGOs also participate in policy dialogue, drawing attention to the needs of vulnerable groups and
promoting the design of inclusive training interventions. Their involvement strengthens national
commitments to reducing inequalities and improving access to decent work opportunities

(Goldberg & Kleintjes, 2022).

2.14.5.5 Coordination and Collaboration Mechanisms

Effective coordination mechanisms are essential for ensuring coherence across stakeholder roles.
Multi-stakeholder forums, advisory committees, and partnership platforms facilitate
communication, alignment, and joint problem-solving. These structures support resource sharing,

enhance programme relevance, and help address implementation challenges (Reznikova et

al.,2024).

Strengthening collaboration among government, educational institutions, industry partners, and
civil society organisations is central to improving the efficiency and long-term impact of
learnership programmes. Enhanced coordination, consistent policy alignment, and stable funding
will help ensure that learnerships continue to bridge the gap between education and employment,

contributing meaningfully to South Africa’s development trajectory.

2.14.6 Policy Implementation and Challenges in Learnership Programmes

Implementing legislative and regulatory frameworks at the meso level requires strategic
coordination, stable funding, and alignment among diverse stakeholders. While these frameworks
provide a solid foundation for learnership design and delivery, several persistent challenges limit
their effectiveness and scalability. Understanding these barriers is essential for translating policy
intent into sustainable, high-quality vocational programmes that respond to labour market needs

(Mtotywa & Motaung, 2024).

2.14.6.1 Challenges in Policy Implementation

Learnership programmes face various implementation challenges, including funding, labour
market alignment, stakeholder coordination, and monitoring and evaluation. A significant
constraint is inadequate and inconsistent funding. Budget limitations undermine programme

quality, restrict access for marginalised groups, and limit investment in infrastructure,
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technology, and qualified trainers (Mtotywa & Motaung, 2024).

Because learnerships rely heavily on public financing and employer contributions, financial
instability can disrupt continuity and weaken long-term impact. More sustainable funding
mechanisms, supported by public-private partnerships and targeted incentives, could help address

these constraints.

Policy rigidity and misalignment with labour market needs present additional challenges. When
policies are slow to respond to technological change or evolving industry requirements, training
programmes risk producing graduates whose skills are outdated or misaligned with demand.
Regular engagement with employers and the adoption of flexible, demand-driven curricula are

essential to ensure relevance and responsiveness (Allais & Ngcwangu, 2025).

Stakeholder fragmentation further complicates implementation. Differing mandates and siloed
operations across government departments, SETAs, training providers, employers, and civil
society organisations often result in duplication, inefficiency, and inconsistent communication.
Establishing central coordination mechanisms, such as provincial skills forums or multi-
stakeholder committees, can improve coherence and reduce operational bottlenecks (Mende et

al., 2025).

Monitoring and evaluation weaknesses also limit the effectiveness of the programme. Many
learnerships lack comprehensive or standardised M&E frameworks, making it challenging to
track learner progression, assess programme outcomes, or identify areas requiring improvement.
Strengthening data collection, adopting digital tracking systems, and embedding analytics into
programme management can enhance accountability and support evidence-based policy

refinement (Mtotywa & Motaung, 2024).

2.14.7 Innovations and Best Practices in Learnership Programmes

Innovative approaches and best practices are increasingly important for enhancing the relevance,
accessibility, and effectiveness of learnership programmes. By integrating technology,
strengthening partnerships, and promoting continuous improvement, learnerships can remain
responsive to evolving labour market demands and global development priorities (Njengele et al.,

2024).
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2.14.7.1 Digital Innovations in Learnerships

Digital learning platforms have become one of the most transformative developments in
vocational training. These platforms expand access to learning opportunities, especially for
participants in remote or underserved regions. Blended learning models, which combine online
instruction with workplace-based training, help overcome geographical barriers and support

greater flexibility in programme delivery (Hu et al., 2024).

Virtual simulations, interactive modules, and e-learning tools enhance learner engagement and
enable self-paced study. Artificial Intelligence and data analytics further support personalised
learning through real-time feedback, performance tracking, and the identification of learning
gaps. These innovations strengthen monitoring systems and contribute to improved programme

quality and learner outcomes (Cela et al., 2024).

2.14.7.2 Public-Private Partnerships and Stakeholder Collaboration

Public-Private Partnerships remain a central feature of effective learnership implementation.
Collaboration between government, training providers, and industry stakeholders ensures that
curricula remain market-relevant and aligned with technological advancements. Co-funded
initiatives demonstrate how partnerships can address sector-specific skills shortages and support

programme sustainability (HCLS, 2025).

These collaborations also improve employment outcomes by linking trainees to industry
networks, workplace opportunities, and professional support systems. Strong multi-stakeholder
engagement is therefore essential for ensuring that learnerships remain responsive to industry

demand (Ismail & Mujuru, 2020).

2.14.7.3 International Knowledge Sharing and Benchmarking

International knowledge exchange provides valuable opportunities to strengthen learnership
systems. Cross-border collaboration enables stakeholders to adapt successful models, learn from
global trends, and benchmark performance against international standards. Regional initiatives
facilitate mobility and support mutual recognition of qualifications, contributing to more

integrated skills development ecosystems (Odjo, 2024).

Engagement with international competency-based frameworks, industry-recognised
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certifications, and sustainability-focused training models supports continuous refinement and

ensures the long-term relevance of the programme (Maya Ortiz, 2024).

2.14.7.4 Focus on Green Skills Development

The integration of green skills has become an important innovation as economies transition to
low-carbon, resource-efficient systems. Learnerships increasingly incorporate training related to
renewable energy, sustainable agriculture, circular economy processes, and climate-resilient
production. Embedding green skills aligns vocational training with global environmental
priorities, strengthening opportunities for employment in emerging green industries (Mesuwini

et al., 2025).

This emphasis supports national commitments to sustainability and ensures that learners are

equipped to contribute to climate action and responsible production systems.

2.14.7.5 Adaptive Programme Design and Continuous Improvement

Adaptive programme design is essential for ensuring responsiveness to evolving socio-economic
conditions and labour market expectations. By integrating continuous feedback from trainees,
employers, and training providers, programmes can refine their content, delivery methods, and

assessment processes (Samlawi & Norviana, 2025).

Regular stakeholder engagement through advisory panels, consultations, and innovation hubs
supports iterative development and encourages experimentation with new methodologies. Pilot
projects offer opportunities to test innovative approaches before their broader implementation,

thereby contributing to improved relevance and long-term impact (Dangarembwa, 2025).

The meso context demonstrates that effective learnership implementation depends on strong
legislative and regulatory frameworks supported by coordinated stakeholder engagement.
Positioned between macro-level policy intent and micro-level delivery, these structures ensure
alignment with labour market needs, support equitable access, and advance national development

priorities.

Realising the full potential of learnerships requires continuous refinement of funding
mechanisms, improved coordination, stronger monitoring and evaluation systems, and integration

of digital and green innovations. When supported by robust governance and collaborative
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partnerships, these innovations enable learnerships to make meaningful contributions to inclusive

and sustainable socio-economic transformation.

At the meso level, institutional arrangements and programme implementation practices play a
significant role in shaping training outcomes. Variations in curriculum delivery, quality of
workplace exposure, availability of mentorship, and coordination among training stakeholders
may influence participants’ ability to translate acquired competencies into entrepreneurial
activities. Understanding these institutional dynamics is therefore essential for assessing the
effectiveness of learnership programmes, particularly within sector-specific training systems such

as AgriSETA.

2.15 MICRO CONTEXT

The micro context focuses on the individual and course-specific dimensions of learnerships,
where the most direct interactions occur between trainees, facilitators, curriculum content, and
delivery modalities. This level highlights the practical realities that shape learner engagement,
performance, and progression. It encompasses technology adoption, pedagogical approaches,
trainee motivations, cultural influences, assessment quality, and the availability of learner support

structures (Sespeiie et al., 2021).

Micro-level factors are crucial in determining whether learnerships produce graduates who are
competent, confident, and adaptable. Elements such as trainee demographics, delivery methods,
feedback quality, digital readiness, and psychosocial support influence both learning outcomes
and the overall effectiveness of vocational programmes. When these components are responsive
to learner needs and aligned with programme objectives, they improve retention, strengthen skill
acquisition, and support transitions into employment or self-employment (Zervas & Stiakakis,

2024).

This section begins with an examination of technology-driven enhancements that are reshaping
the delivery of learnerships and enabling more accessible, flexible, and personalised vocational

learning environments.

2.15.1 Technology-Driven Enhancements in Learnership Delivery

Technology has become a transformative force within vocational education, reshaping how
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learnerships are delivered, assessed, and experienced. Advances in artificial intelligence (Al),
virtual and augmented reality (VR and AR), digital learning platforms, and mobile technologies
have expanded the possibilities for flexible, accessible, and interactive training environments.
These innovations enhance engagement and provide more tailored learning support, although

they also introduce new implementation challenges that require careful planning (Leong, 2025).

2.15.1.1 Digitalisation, Blended Learning, and Technology-Enhanced Agricultural

Training

Digitalisation is reshaping vocational training systems worldwide, with growing emphasis on
technology-mediated instruction, blended learning, and digital assessment practices. These shifts
reflect changes in labour market demands and the increasing integration of digital tools into
production systems, including agriculture (OECD, 2025). As a result, vocational programmes are
expected to produce graduates who can navigate digital platforms and apply technology-based

solutions in workplace contexts.

In agriculture, digitalisation encompasses precision farming technologies, remote sensing tools,
mobile extension services, and digital finance applications. Integrating these elements into
vocational curricula enhances learners’ exposure to modern agricultural practices and strengthens
their readiness to participate in technology-intensive value chains. However, capacity for digital
integration remains uneven, particularly in rural areas where connectivity, device availability,

and institutional readiness are limited (Nxumalo & Chauke, 2025).

Blended learning has emerged as a practical approach for improving flexibility and expanding
access to agricultural training. This model combines in-person instruction with online
components, enabling trainees to engage with theoretical content remotely while reserving
classroom time for practical tasks and problem-solving. For geographically dispersed learners,
blended learning helps overcome transport barriers and accommodates seasonal labour

responsibilities (Panyakom et al., 2020).

Mobile learning platforms provide an accessible and cost-effective means of delivering learning
materials, administering brief assessments, and facilitating ongoing engagement. Evidence from
low- and middle-income countries suggests that mobile-based learning enhances participation
and retention, particularly in areas where traditional infrastructure is limited (Naveed et al., 2022).

Within AgriSETA programmes, mobile learning plays a crucial role during workplace
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placements, where trainees often have limited access to formal classroom environments.

Despite these benefits, digitalisation presents challenges. Persistent digital divides limit the
effective use of technology-enhanced training. Factors such as data costs, device shortages,
electricity instability, and weak institutional digital capacity contribute to uneven learner
experiences, thereby widening performance gaps between well-resourced and under-resourced
institutions. Facilitators often lack confidence in digital teaching methods, leading to inconsistent
integration of available tools. Targeted professional development is therefore essential for

strengthening digital pedagogy and improving instructional quality (Roselidyawaty et al., 2025).

Strengthening digitalisation within AgriSETA learnerships requires coordinated investment
across curriculum design, facilitator development, infrastructure provision, and assessment
reform. Embedding digital literacy as a compulsory competence across qualifications would
support a more modern and adaptable agricultural workforce. Developing digital simulations,
interactive case studies, and technology-based assessments would further enhance the application
of learning. Overall, digitalisation represents both an opportunity and a challenge, reinforcing the
broader argument that meaningful capability development requires systemic coordination across

learning environments.

2.15.1.2 Integration of Digital Learning Platforms

Digital learning platforms, particularly Learning Management Systems (LMSs), are now integral
to learnership delivery. They enable trainees to access materials remotely, submit assessments,
communicate with facilitators, and track progress. Their flexibility supports diverse learning
needs, particularly for trainees who face geographic or time-related constraints. Evidence from
the W and R SETA suggests that the adoption of digital platforms has enhanced digital literacy

and strengthened readiness for technology-driven workplaces (Simelane-Mnisi, 2023).

2.15.1.3 Virtual Reality (VR) and Augmented Reality (AR)

VR and AR expand opportunities for experiential learning by simulating real-world
environments. VR is effective for practising high-risk or resource-intensive activities, such as
operating machinery or applying chemicals. AR enhances hands-on tasks by overlaying digital
prompts onto physical objects, supporting greater accuracy, comprehension, and task efficiency

(Long et al., 2025).
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2.15.1.4 Artificial Intelligence and Personalised Learning

Al supports personalised learning through adaptive content, real-time performance analysis, and
predictive analytics. Al-driven platforms identify learning gaps, adjust content difficulty, and
prompt timely facilitator intervention to address these gaps. These personalised support

mechanisms improve engagement and reduce the risk of learners falling behind (Tan et al., 2025).

2.15.1.5 Blended Learning Approaches

Blended learning supports diverse learning styles and provides continuity during disruptions such
as transport difficulties or weather interruptions. Evidence from institutions such as Durban
University of Technology indicates that blended models enhance learner autonomy and can

improve completion rates (Ndaba & Dube, 2022).

2.15.1.6 Mobile Learning and Accessibility

Mobile learning increases access to vocational training, particularly in remote or underserved
areas. Mobile-compatible platforms enable trainees to access lessons, assessments, and support
materials using smartphones, thereby reducing barriers associated with limited computer access.
Evidence from W and R SETA programmes shows higher participation in communities where
mobile connectivity is more reliable than traditional ICT infrastructure (Okai-Ugbaje et al.,

2022).

2.15.1.7 Gamification in Learnerships

Gamification strategies, including badges, quizzes, challenges, and rewards, enhance motivation
and engagement. These interactive techniques are particularly effective for younger learners, as

they support retention, participation, and conceptual understanding (Ukgoda, 2025).

Technology integration represents a significant shift in how vocational education is designed and
delivered. While digital and immersive tools strengthen flexibility and learner-centred
approaches, their successful adoption depends on sustained investment, facilitator development,
and coordinated implementation. Addressing these requirements will be essential for realising the
full benefits of technology-enhanced learnerships within AgriSETA and similar training systems

(Riyanda et al., 2025).
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2.15.2 Cultural Influences on Trainee Engagement

Cultural factors play a significant role in shaping trainee engagement by influencing values,
expectations, communication styles, and attitudes toward learning. These dynamics influence
how trainees engage with programme content, facilitators, and peers, underscoring the
importance of culturally responsive approaches within learnership environments (Ulum, 2025).
In a culturally diverse country such as South Africa, recognising these influences is essential for

improving participation, retention, and learning outcomes.

2.15.2.1 The Role of Cultural Norms in Learning Preferences

Cultural norms shape learning preferences by influencing how individuals process information
and participate in instructional activities. Collectivist cultures, common across many African and
Asian contexts, tend to prioritise cooperative learning and shared problem-solving, making
group-based and community-centred pedagogies particularly effective (Wang, 2024).
Individualist cultures, by contrast, often favour self-directed learning and independent

engagement.

South Africa’s cultural diversity requires flexible pedagogical approaches. Trainees from rural
communities often respond more positively to experiential and community-driven learning, while
those from urban settings may have greater familiarity with structured classroom practices

(Agumba et al., 2023).

2.15.2.2 Language and Communication Styles

Language has a significant impact on comprehension, confidence, and participation. In
multilingual settings, trainees may face barriers when instruction is delivered in a language other
than their home language. Evidence suggests that engagement increases when learning materials
and instruction are presented in familiar languages or supported through translation and
simplified communication strategies (Probyn, 2024). This is especially important in regions

where Indigenous languages are the primary means of daily interaction.

2.15.2.3 Cultural Attitudes Toward Authority and Feedback

Cultural norms related to authority influence how trainees interact with facilitators. In hierarchical

cultures, questioning instructors or offering critical feedback may be perceived as inappropriate,
82



leading to passive learning behaviours and limited verbal participation. More egalitarian cultures
encourage open dialogue, questioning, and critical engagement, supporting participatory learning
environments (Wang, 2024). Facilitators must navigate these dynamics sensitively to create

supportive spaces for discussion while respecting cultural expectations.

2.15.2.4 Gender and Socio-Cultural Expectations

Gender norms also shape trainee engagement. In settings where patriarchal social structures are
prevalent, women may face barriers such as domestic responsibilities, restricted mobility, or
cultural resistance to female participation in training. Gender-responsive strategies, including
flexible scheduling, childcare support, and community sensitisation, have been shown to enhance

participation and retention for women in vocational programmes (Ray & Zarestky, 2021).

2.15.2.5 Family and Community Influence

Family and community expectations strongly influence enrolment decisions, persistence, and
learning motivation. In collectivist contexts, community endorsement often strengthens trainee
commitment. Learnerships that incorporate family or community engagement elements tend to
achieve higher levels of participation and retention, especially in rural areas (Simweleba &
Serpell, 2020). Such alignment reinforces learner motivation and creates a shared sense of

responsibility for educational success.

A nuanced understanding of cultural influences is essential for designing equitable and responsive
learnerships. Culturally sensitive pedagogies, linguistic inclusivity, and strategies that address
socio-cultural barriers can significantly strengthen engagement, improve learning outcomes, and
enhance the developmental impact of vocational training programmes (Wentworth & Martin,

2025).

2.15.3 Integration of Soft Skills in Learnership Curricula

Soft skills are an essential component of learnership curricula because they complement technical
competencies and prepare trainees for the demands of modern workplaces. Competencies such
as communication, teamwork, leadership, and critical thinking enhance employability, support
entrepreneurial capabilities, and improve adaptability in dynamic labour markets (Mwita et al.,

2024). These attributes are vital in agriculture, where trainees must navigate variable production
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conditions, resource constraints, and rapidly changing market environments.

2.15.3.1 The Role of Soft Skills in Learnership Programmes

Soft skills, often described as interpersonal or behavioural competencies, enable effective
collaboration, clear communication, and productive workplace engagement. Evidence indicates
that embedding these skills within vocational programmes improves employability and enhances
entrepreneurial readiness (Romanova, 2022). In agricultural contexts, critical thinking supports
decision-making in situations involving climate variability, input scarcity, and market

uncertainty, reinforcing the value of integrating soft skills alongside technical training.

2.15.3.2 Key Soft Skills for Vocational Success

Communication is foundational to workplace success. Strong verbal and written communication
supports collaboration, negotiation, and stakeholder engagement, which are essential for both

employment and entrepreneurship (Deshmukh & Kumar, 2025).

Leadership development contributes to enhancing trainee confidence, improving project
coordination, and promoting professional conduct. Integrating leadership training into vocational
education strengthens workplace readiness and supports emerging entrepreneurial activity

(Chaitanya et al., 2025).

Critical thinking and problem-solving are increasingly important in sectors that demand
innovation and context-sensitive judgment. In agriculture, these skills enable trainees to analyse
information, assess risks, and respond effectively to production or market challenges (Lopez et

al., 2023).

2.15.3.3 Methods for Integrating Soft Skills

Soft skills are most effectively developed through practical and contextually relevant methods.
Case studies and simulations expose trainees to real-world scenarios, strengthening their
decision-making by enabling the application of interpersonal and cognitive skills in realistic

contexts (Boonheang & Cojorn, 2025).

Collaborative learning activities, such as group projects and peer discussions, foster teamwork,
communication, and collective problem-solving. These methods mirror workplace dynamics and
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reinforce interpersonal competence. Short modules focusing on leadership, negotiation, and
conflict management provide structured opportunities for targeted skill development (Ruijuan et

al., 2024).

Assessment tools, including observational protocols and structured checklists, support facilitators
in monitoring progress and offering formative feedback, enabling continuous improvement in

soft skill development (Ogondiek, 2024).

2.15.4 Trainee Characteristics and Motivations

Trainee characteristics and motivations strongly influence engagement, retention, and
performance within learnership programmes. Participants typically come from diverse
demographic and socio-economic backgrounds, including youth, women, and individuals from
marginalised communities, each bringing distinct experiences and expectations that shape their

learning pathways (Mugambi et al., 2022).

Many trainees are motivated by the prospect of acquiring practical skills and securing
employment. Others pursue learnerships for career progression, sectoral mobility, or
entrepreneurial development. Broader socio-economic realities, including high unemployment
rates, limited access to higher education, and financial constraints, often shape these motivations.
Ensuring equitable access to learnerships is therefore essential for supporting social mobility and

reducing structural inequality (Mustajab & Irawan, 2023).

Trainees also exhibit a range of cognitive and non-cognitive attributes, including resilience,
adaptability, and emerging problem-solving abilities. Programmes that intentionally recognise
and support these attributes tend to achieve stronger engagement and higher completion rates.
Support mechanisms, including career counselling, diagnostic skills assessments, and
personalised guidance, help trainees set realistic goals and pursue learning pathways aligned with

their strengths (Sultanova et al., 2024).

Socio-cultural factors further influence participation and motivation. Family expectations,
community perceptions, and cultural norms can either enable or constrain involvement,
particularly for women and other underrepresented groups. Community-level engagement and
awareness initiatives are important for reducing these barriers and promoting inclusion within

vocational programmes (Otu, 2025).
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A nuanced understanding of trainee characteristics and motivations is therefore essential for
designing learner-centred interventions that reinforce successful outcomes. Tailoring programme
delivery to diverse learner profiles strengthens engagement, enhances completion, and ensures
that learnerships contribute meaningfully to skills development and broader sustainable

development objectives.

2.15.5 Trainee Engagement and Motivation

Trainee engagement and motivation are critical determinants of learnership effectiveness. Course
design and the pedagogical approaches adopted shape how trainees interact with content and
develop the competencies required for employment. When course content is well-aligned with
industry needs, trainees are more likely to recognise the relevance of their learning, which
strengthens motivation and supports broader priorities, such as SDG 4 on quality education and

SDG 8 on decent work (McGrath & Yamada, 2023).

Modular course structures contribute to improved engagement by allowing trainees to develop
skills in a progressive manner. This scaffolded approach accommodates diverse learning styles
and supports mastery of foundational concepts before progression to more complex tasks (Hao et

al., 2021).

Problem-based and project-based methods further enhance engagement by promoting critical
thinking, practical problem-solving, and the application of knowledge to real-world challenges.
These approaches help trainees build confidence and develop the workplace judgement expected
in dynamic employment environments. Blended learning and experiential training reinforce these
benefits. Blended models offer flexibility through the combination of digital and in-person
delivery. At the same time, experiential components such as workplace rotations and simulations

enable trainees to apply theoretical learning in authentic contexts (David & Extension, 2024).

Technology supports engagement by enabling interactive, data-informed learning environments.
Digital tools, including virtual simulations, collaborative platforms, and gamified activities,
enhance participation while generating performance data that can inform targeted instructional

support (Zhang et al., 2024).

Soft skills development also plays an important role in sustaining engagement. Competencies

such as communication, teamwork, and adaptability complement technical learning,
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strengthening workplace readiness and thereby improving overall trainee motivation and long-

term outcomes (Awodiji & Magogodi, 2023).

2.15.6 Role of Mentorship and Support Systems

Mentorship and support systems are essential elements of effective learnership programmes
because they provide the guidance, encouragement, and resources trainees require to navigate
learning demands and develop confidence in their capabilities (Bolton-King, 2022). Mentorship
typically involves pairing trainees with experienced professionals who model workplace
expectations and help refine both technical and interpersonal skills. These relationships enhance
communication, problem-solving, and teamwork, thereby contributing to more comprehensive

professional development (Bolton-King, 2022).

Support systems complement mentorship by offering academic advising, career counselling,
psychosocial support, and structured learning assistance. Initiatives such as peer mentoring, study
groups, and facilitated learning sessions help foster a sense of belonging and encourage
collaborative learning among trainees (Le et al., 2024). Practical barriers, including transport
costs, financial pressures, and competing household responsibilities, often influence participation
and retention. Support mechanisms such as stipends, transport allowances, and flexible
scheduling help reduce these burdens and promote equitable access to training opportunities

(Nogcantsi & Mbatha, 2025).

Technology has broadened the reach and responsiveness of mentorship and support services.
Virtual mentoring platforms expand access to professional networks, while digital
communication tools facilitate real-time feedback and personalised guidance. These innovations
strengthen the overall quality of learner support and help ensure continuity of engagement,

particularly in dispersed or resource-constrained settings (Rotar, 2022).

2.15.7 Assessment and Certification

Assessment and certification are central to ensuring the quality, credibility, and labour market
relevance of learnership programmes. They verify skill acquisition and provide employers with

confidence in the competence of trainees (Yusop et al., 2022).

Effective assessment systems integrate both formative and summative methods. Formative
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assessments, including quizzes, assignments, and peer feedback activities, promote continuous
learning and help trainees identify and address gaps in their understanding. Summative
assessments, such as final examinations, practical demonstrations, and capstone projects, measure

the extent to which programme outcomes have been achieved (Arrogante et al., 2021).

Industry involvement in assessment design is essential for maintaining relevance. Collaboration
with employers ensures that assessment criteria reflect current workplace practices, emerging
technologies, and sector-specific competency requirements. This alignment improves graduate
employability and strengthens employer trust in learnership qualifications (Liang & Comyn,

2025).

Certification formalises the recognition of trainee achievements. Accredited certificates issued
by recognised authorities serve as clear signals of competence within the labour market,
supporting access to employment and further learning opportunities. The growing adoption of
digital credentials enhances portability and visibility, allowing trainees to share electronic
certificates and digital badges on professional platforms, thereby increasing their mobility and

career prospects (Ngoc Ha et al., 2025).

At the micro level, individual characteristics, access to productive assets, and perceptions of
training relevance interact to shape entrepreneurial behaviour following programme participation.
While vocational training may enhance technical and managerial competencies, personal
resource constraints and socio-economic conditions may limit the ability of beneficiaries to
initiate or sustain enterprise activities. This study therefore examines how individual-level
experiences and constraints influence the translation of learnership participation into

entrepreneurial growth outcomes.

2.16 CONTRIBUTION OF LEARNERSHIPS TO SUSTAINABLE DEVELOPMENT
GOALS

Learnerships make a meaningful contribution to the Sustainable Development Goals (SDGs) by
expanding human capabilities, strengthening skills ecosystems, and supporting inclusive socio-
economic transformation. Their dual structure, which integrates formal theoretical learning with
structured workplace exposure, enables them to address multiple development priorities
simultaneously (Chola & Kiplagat, 2025). Within South Africa, particularly in the agricultural

sector, AgriSETA learnerships play a crucial role in advancing rural development, enhancing
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livelihoods, and promoting sustainable growth. This section synthesises insights from the macro,

meso, and micro contexts to demonstrate how learnerships contribute to selected SDGs.

2.16.1 Advancing Inclusive and Quality Education (SDG 4)

Learnerships support SDG 4 by providing accessible, accredited, and industry-aligned learning
pathways for diverse groups of learners (Selane & Odeku, 2024). Their integrated model
enhances practical competence, promotes applied learning, and improves the relevance of
vocational education by ensuring alignment between curriculum content and workplace

expectations (Gu & Wu, 2025).

For many participants with limited access to higher education, learnerships create opportunities
for progression, lifelong learning, and continued professional development. This strengthens the
responsiveness and inclusivity of the national post-school education and training system

(Norodien-Fataar, 2024).

2.16.2 Supporting Decent Work, Productivity, and Economic Participation (SDG 8)

Learnerships contribute directly to SDG 8 by enhancing employability, addressing sector-specific
skills shortages, and facilitating the transition of young people into the workforce (Chola &
Kiplagat, 2025). The combination of theoretical instruction and structured workplace experience
enhances workplace readiness and strengthens productivity within labour-absorbing sectors such

as agriculture (Jordaan et al., 2025).

For rural youth, who often face structural barriers to employment, learnerships provide structured
pathways into formal work or self-employment. These outcomes support inclusive and

sustainable economic growth, aligning with national priorities, such as the National Development

Plan (W&RSETA, 2023).

2.16.3 Reducing Poverty and Strengthening Food Security (SDG 1 and SDG 2)

Agricultural learnerships contribute to achieving SDG 1 by creating pathways out of poverty
through improved skills, enhanced employability, and opportunities for income generation
(Adesoba, 2023). Trainees acquire the technical competencies necessary to participate
productively in agricultural value chains, thereby supporting more sustainable and resilient

livelihoods.
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Their contribution to SDG 2 is similarly significant. By enhancing agricultural knowledge,
production practices, and resource management, learnerships facilitate participation in the food
system and strengthen both household and community-level food security (Adesoba, 2023).
These effects are particularly significant in rural regions, where agriculture remains a central

component of economic stability.

2.16.4 Promoting Gender Equality and Reducing Structural Inequalities (SDG 5 and SDG
10)

Learnerships advance SDG 5 and SDG 10 by expanding access for women, youth, and individuals
from historically marginalised communities (Chola & Kiplagat, 2025). By reducing financial,
geographical, and institutional barriers to training, learnerships contribute to more equitable

participation in the skills system.

For women, participation in agricultural learnerships challenges entrenched gender roles and
supports economic agency. Inclusive programme features such as flexible scheduling, community
engagement, and support mechanisms further reduce socio-cultural barriers and enhance
participation (Babanveer Singh & Tiwari, 2025). These contributions support broader national

and global targets focused on reducing inequalities.

2.16.5 Building Innovation Capability and Supporting Climate-Resilient Agriculture (SDG
9 and SDG 13)

Learnerships contribute to SDG 9 by strengthening innovation capability within agricultural
systems. Exposure to digital tools, technology-rich learning environments, and emerging
production techniques equips trainees with skills suited to increasingly modernised agricultural

value chains (Resnick et al., 2020).

Integration of climate-smart agricultural practices further aligns learnership outcomes with SDG
13. Competencies in soil conservation, water efficiency, sustainable input use, and adaptation
strategies enable trainees to contribute to environmentally responsible and climate-resilient
production systems (Van Staden, 2020). These skills support the long-term viability of the sector

and community resilience.
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2.16.6 Systemic Constraints Limiting SDG Contribution

Despite their developmental potential, several systemic constraints limit the full contribution of

learnerships to the SDGs. These include:

e insufficient post-training support for employment and enterprise development (Sethi et

al., 2024).

e regional disparities in infrastructure and delivery quality (Lombo & Subban, 2024).

e weak monitoring and evaluation systems that hinder evidence-based improvement (

SADC, 2022).

e fragmented institutional coordination across public and private stakeholders (Mende et

al., 2025).

e uneven integration of digital and green skills within curricula, particularly in under-

resourced institutions (Mesuwini et al., 2025).

Addressing these constraints is essential for enhancing the developmental impact of learnerships.

2.16.7 Strengthening SDG Alignment Through Policy and Practice

Improving the alignment between learnerships and SDG priorities requires coordinated policy

action, strengthened governance, and sustained investment. Key measures include:

e embedding digital competence and climate-smart practices across all agricultural

qualifications (Zhong & Juwaheer, 2024).

e expanding structured post-training support to improve employment and enterprise

outcomes (Mustajab & Irawan, 2023)

e strengthening public-private partnerships to enhance relevance and workplace quality

(Maltseva et al., 2025).

e improving monitoring and evaluation frameworks to track long-term learner outcomes

(SADC, 2022).
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e promoting inclusive, gender-responsive programme design (Ray & Zarestky, 2021).

e aligning learnership planning with the NDP and sector-specific development strategies

(Mthimunye & Malatji, 2024).

These measures will help ensure that AgriSETA learnerships contribute more effectively to

national development priorities and global SDG commitments.

2.17 AFRICA VISION 2063 AND LEARNERSHIPS

Agenda 2063, the African Union’s long-term development blueprint, presents a vision for a
prosperous, inclusive, and sustainable continent built on skilled human capital, modernised
agricultural systems, and innovative economic participation. The framework emphasises the need
for youth-focused skills development, strengthened vocational training systems, and expanded

opportunities for productive engagement across sectors (AUC, 2025).

These priorities closely intersect with the objectives of learnership programmes in South Africa,
particularly within the agricultural sector. This section outlines how learnerships contribute to
key aspirations of Agenda 2063 and identifies the conditions needed to enhance their continental

relevance.

2.17.1 Agenda 2063 and Human Capital Development

Human capital development is a central pillar of Agenda 2063, which identifies skills, education,
and youth empowerment as critical drivers of Africa’s long-term transformation (AUC, 2025).
The framework calls for strengthening Technical and Vocational Education and Training (TVET)
systems, promoting work-based learning, and expanding access to practical, industry-aligned

skills.

Learnerships align closely with these priorities. Their integrated structure, which combines
theoretical instruction with workplace learning, reflects the competency-based training model
envisioned in Agenda 2063. By creating pathways for upskilling and reskilling, learnerships
contribute to a more capable and adaptable labour force, particularly within agriculture, which

employs a significant proportion of Africa’s youth.
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2.17.2 Aligning Agricultural Learnerships with Continental Agricultural Priorities

Agenda 2063 emphasises agricultural modernisation and rural development through the
Comprehensive Africa Agriculture Development Programme (CAADP), which prioritises
productivity, food security, and sustainable resource management (AUC, 2025). Learnerships
directly support these priorities by equipping trainees with technical, entrepreneurial, and

climate-smart agricultural skills.

Agricultural learnerships strengthen practical competence in areas such as sustainable production,
agro-processing, and farm management. These capabilities enable young people to participate
effectively in local value chains, enhance household resilience, and support community-level
food systems. Such outcomes align with continental objectives of reducing hunger, improving

nutrition, and transforming agriculture into a driver of inclusive growth (Kirui, 2020).

2.17.3 Partnerships, Collaboration, and Institutional Strengthening

Agenda 2063 underscores the importance of multi-stakeholder collaboration involving
governments, private sector actors, NGOs, and regional institutions. These partnerships are
viewed as crucial for building capacity, fostering innovation, and scaling up development

interventions (AUC, 2025).

In South Africa, learnership implementation already reflects many of these principles.
Collaboration among SETAs, government departments, industry bodies, training institutions, and
civil society organisations supports the programme's broader reach and enhances the quality of
training delivery. Strengthened regional collaboration, including cross-border knowledge
exchange and alignment of qualifications frameworks, would further support the continental

aspirations embedded in Agenda 2063.

2.17.4 Learnerships as Catalysts for Youth Empowerment and Inclusive Growth

Agenda 2063 emphasises youth empowerment as a fundamental component of Africa’s
development trajectory. Learnerships contribute to this ambition by enabling young people to

acquire work-ready skills, enhance employability, and pursue entrepreneurial pathways.

Within agriculture, these programmes help expand opportunities for emerging farmers, support

small enterprise development, and encourage participation in both traditional and modernised
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agricultural value chains (Henning & Jordaan, 2024). Such outcomes mirror Agenda 2063’s
aspirations for inclusive economic participation, reduced inequality, and strengthened rural

economies.

2.17.5 Constraints Limiting Alignment with Agenda 2063

Despite their potential, learnerships face several constraints that limit their contribution to the

goals of Agenda 2063. These include:

e uneven access to training opportunities, particularly in rural regions (Lombo & Subban,

2024).

e inconsistent training quality due to institutional capacity disparities (Papier & Mawoyo,

2024).

e weak integration of digital and green skills into agricultural curricula (Sephokgole, 2025).

e limited post-training support for employment and entrepreneurial activity (Chakravorty

et al., 2024).

e fragmented coordination across sectors and governance structures (Mende et al., 2025).

These systemic barriers limit the scale and sustainability of learnership outcomes, thereby

constraining their broader impact across the continent.

2.17.6 Strengthening Learnership Alignment with Agenda 2063

To align more closely with the aspirations of Agenda 2063, targeted improvements are needed.

Priority actions include:

e integrating digital agriculture, climate-smart practices, and innovation-oriented

competencies across all agricultural qualifications (Sephokgole et al., 2023).

e strengthening public-private partnerships to improve training relevance, resources, and

market linkages (Maltseva et al., 2025).

e expanding structured post-training support to facilitate employment and enterprise
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development (Beber et al., 2025).

e enhancing regional collaboration and harmonising qualifications with continental

frameworks such as the African Continental Qualifications Framework (ETF, 2020)

e improving monitoring and evaluation systems to track long-term impacts and inform

programme refinement (ETF, 2021)

These measures would enable AgriSETA learnerships to support national development priorities
more effectively while contributing more significantly to Agenda 2063’s broader vision for a

skilled, productive, and prosperous Africa.

2.18 CONSTRAINTS OF CURRENT LEARNERSHIPS IN PROMOTING
ENTREPRENEURIAL SKILLS

Learnerships are designed to support entrepreneurial development by equipping trainees with
practical skills, hands-on experience, and exposure to business practices. However, evidence
shows that current AgriSETA learnerships face several constraints that limit their ability to
cultivate sustainable entrepreneurial capabilities. These constraints arise from programme
design, systemic weaknesses within the entrepreneurial ecosystem, and broader socio-economic

conditions. Figure 2 summarises the key barriers identified across recent studies.
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Figure 3: Constraints to promoting entrepreneurial skills

Source: Adapted from Matabane et al., 2022.
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2.18.1 Lack of Entrepreneurial Mindset and Applied Competencies

A recurrent limitation is the insufficient focus on developing an entrepreneurial mindset.
Research shows that while AgriSETA learnerships strengthen technical competencies, they
seldom embed the behavioural attributes, opportunity-recognition skills, or risk literacy
associated with entrepreneurial success (AgriSETA, 2024). Studies indicate that broader
education systems do not consistently integrate entrepreneurial orientation or mindset training,
which contributes to weak entrepreneurial readiness among trainees entering learnerships (Nchu
et al., 2023). Perceptions of poor practical skills further weaken entrepreneurial confidence,
reducing the likelihood that trainees will pursue self-employment after completing the

programme (Mncwango et al., 2024).

2.18.2 Constricted Entrepreneurial Ecosystem

Entrepreneurial activity in South Africa operates within a highly constrained ecosystem
characterised by high youth unemployment, limited formal-sector absorption, and persistent
inequality. These contextual barriers undermine the transition from skills acquisition to viable
business creation (Mncwango & Adanlawo, 2025). Evidence suggests that many small and
medium enterprises lack the technological and entrepreneurial capacity needed for growth,
limiting opportunities for learnership graduates to enter supportive networks or value chains
(Mhlongo & Daya, 2023). The broader post-school system also remains geared towards
producing job seekers rather than job creators, resulting in a systemic misalignment between

learnership outputs and entrepreneurial pathways (Forcher-Mayr & Mahlknecht, 2020).

2.18.3 Weak Mentorship and Support Structures

Mentorship is a critical enabler of entrepreneurial capability, yet formal mentorship structures
within AgriSETA programmes are inconsistent and unevenly implemented. Many rural areas lack
experienced mentors, business advisors, and support organisations capable of guiding young
entrepreneurs through start-up processes, market entry, and enterprise management (Khambule,
2024). Studies have highlighted that trainees often express interest in starting micro-agricultural
enterprises; however, their ability to do so is often undermined by limited guidance and the
absence of structured post-training support (Nade & Malamsha, 2021). The lack of mentoring not
only restricts skills application but also exacerbates existing inequalities, particularly for women

and young people in low-income areas.
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2.18.4 Funding and Resource Constraints

Financial barriers continue to be a significant deterrent to entrepreneurial activity. Many trainees
lack access to start-up capital, production inputs, or financial planning support, which limits their
ability to convert their agricultural skills into income-generating ventures (Magadla et al., 2024).
Empirical studies indicate that disadvantaged groups, particularly rural women and youth, are the
least able to access funding for enterprise development, despite demonstrating a strong interest
in entrepreneurship (Vorster & Thaba, 2025). The absence of needs assessments in some
programmes further contributes to misalignment between training content and the financial

realities of potential entrepreneurs (Ngcobo & Khumalo, 2022).

2.18.5 Implementation Challenges in Learnership Delivery

Learnerships are administratively intensive and require high levels of coordination between
SETAs, employers, and training providers. However, systemic weaknesses in programme
management frequently undermine delivery. Evidence shows that many SETAs struggle with
consistent implementation, quality assurance, and learner support due to operational
inefficiencies, procurement delays, and limited institutional capacity (Khunoethe & Reddy,
2023). These shortcomings reduce the effectiveness of workplace-based learning, weaken the

quality of assessments, and create variability in trainee outcomes.

2.18.6 Insufficient Pedagogical Content Knowledge

A further constraint relates to pedagogical quality. Many providers lack sufficient pedagogical
content knowledge to deliver training that supports higher-order skills such as innovation,
problem-solving, and opportunity identification (Vimbelo & Bayaga, 2023). Outdated curricula,
limited teaching resources, and inconsistent engagement with industry partners exacerbate this
problem. When workplace learning is inadequately supervised or poorly integrated with
classroom instruction, trainees struggle to develop the competencies required for entrepreneurial

activity.

2.18.7 Limited Labour Market and Post-Training Absorption

Despite the proliferation of registered learnerships, uptake and utilisation remain inconsistent,

and many programmes fail to lead to employment or the creation of enterprises. Some employers
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and trainees report that learnership content does not align with actual workplace needs, resulting
in graduates who are technically trained but not work-ready or enterprise-ready (O'Neil et al.,
2023). Weak post-training pathways limit the conversion of skills into sustainable opportunities,

reducing the long-term impact of learnerships on entrepreneurial development.

These constraints highlight why current AgriSETA learnerships frequently achieve technical
upskilling but often fall short in promoting entrepreneurship. Without addressing systemic gaps
in mindset development, ecosystem support, mentoring, resource access, programme quality, and
post-training pathways, learnerships will continue to underperform in their contribution to

entrepreneurial activity and rural economic transformation.

Although previous studies have identified constraints affecting the effectiveness of vocational
learnership programmes, limited empirical research has examined how these constraints interact
with the development of entrepreneurial competencies and behavioural outcomes among
programme beneficiaries. Furthermore, few studies have employed explanatory mixed-methods
designs to provide integrated evaluations of training effectiveness within specific institutional
and regional contexts. This study addresses these gaps by combining quantitative and qualitative
evidence to assess how participation in AgriSETA learnership programmes influences

entrepreneurial growth in the Eastern Cape Province.

2.19 IMPACT OF LEARNERSHIPS IN FACILITATING ENTRY INTO THE
COMMERCIALISATION SPACE

Learnerships, particularly those facilitated by AgriSETA, remain an important mechanism for
enabling entry into the commercialisation space. These structured programmes combine
theoretical learning with practical workplace experience, offering a dual pathway that addresses
persistent skills shortages in the agricultural sector. Because commercialisation requires both
technical competence and the ability to operate within competitive markets, learnerships play a

catalytic role in preparing trainees for these demands.

Evidence suggests that effective learnerships can enhance employability and support entry into
commercial activities. Botha et al. (2023) emphasise the need for holistic designs that account
for the diverse needs of disadvantaged groups. Such inclusivity enhances innovation and
adaptability, which are essential for navigating the complexities of commercial agricultural

environments. Ncube & Matlala (2025) similarly note that well-implemented learnerships
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improve training efficiency and workforce readiness by equipping participants with skills

directly applicable to commercial operations.

Innovation intermediaries also support commercialisation outcomes. Caloffi et al. (2023)
demonstrate that such intermediaries facilitate the overcoming of financial and operational
barriers to eco-innovation by enhancing access to the resources necessary to bring innovations
to market. Within the agricultural sector, this support strengthens the ability of learnership

graduates to transition from training to entrepreneurship.

The dynamic nature of agriculture requires ongoing learning and adaptation. Scartozzi et al.
(2025) demonstrate that interactions between social and commercial ventures can influence
business entry rates, indicating that learnerships help trainees navigate hybrid spaces where
profit goals must be balanced with community needs. This is particularly relevant in South
Africa, where commercialisation often intersects with rural livelihoods and social development

obligations.

Despite these strengths, several constraints limit the impact of learnerships on commercial
participation. South Africa continues to experience high rates of early-stage entrepreneurial
failure. Sonandi et al. (2021) attribute this pattern to weaknesses in operational capacity and
Total Quality Management (TQM) practices within small enterprises. These systemic
deficiencies shape the environment in which learnership graduates attempt to commercialise

their ventures.

Gaps in entrepreneurial education further restrict the potential of learnerships. Ngcobo and
Khumalo (2022) highlight limited exposure to social entrepreneurship principles, while Ncube
and Matlala (2025) show that many learners prefer traditional employment due to low
entrepreneurial confidence. Such attitudes constrain self-employment pathways and limit the

entrepreneurial outcomes of learnerships.

Structural barriers also hinder commercial entry. Nkwinika and Akinrinde (2023) identify
recurring constraints, including inadequate start-up finance, regulatory hurdles, and a lack of
information about support mechanisms. Bureaucratic delays and corruption worsen these
challenges for young people attempting to navigate government support systems. Without a
functioning support ecosystem, the skills gained from learnerships seldom translate into

sustained entrepreneurial activity.
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Broader socio-economic realities further limit commercialisation prospects. Research shows that
many young South Africans lack the financial capital, networks, and confidence required to
establish new enterprises. Structural inequality, high unemployment, and persistent poverty
reduce entrepreneurial participation and limit the long-term impact of learnerships. These
patterns reinforce findings by Botha et al. (2023), who argue that current skills interventions do

not fully meet the needs of marginalised groups.

Learnerships facilitated by AgriSETA, therefore, hold considerable potential for improving
commercial participation by strengthening employability, building entrepreneurial competence,
and enhancing innovation pathways. However, their overall impact remains uneven due to
design limitations, structural barriers, and gaps in post-training support. Addressing these
challenges is essential for positioning learnerships as a more effective driver of

commercialisation and sustainable rural development.

The evidence suggests that learnerships offer a valuable foundation for developing technical
capabilities in agriculture; however, structural constraints, weak entrepreneurial preparation, and
limited post-training support hinder their ability to facilitate meaningful commercialisation.
These dynamics underscore the need to examine the conceptual underpinnings of learnerships
in greater depth, particularly how the learnership model is intended to operate within South
Africa’s skills ecosystem. The following section, therefore, clarifies the defining features of
learnerships and the assumptions that guide their design, providing a basis for analysing their

relevance to agricultural development.

2.20 COLLABORATION OF ENTREPRENEURSHIP, INNOVATION, AND
DIGITALISATION CURRICULUM

The integration of entrepreneurship, innovation, and digitalisation within curriculum design is
increasingly recognised as a strategic lever for strengthening entrepreneurial capability in South
Africa. This alignment is crucial given persistent structural challenges, including high
unemployment, uneven digital access, and the need for more adaptable economic systems. A
coherent curriculum that integrates these elements supports entrepreneurial readiness by
equipping trainees with digital literacy, innovative problem-solving skills, and the ability to

develop sustainable business models in rapidly changing market environments (Ncube, 2025).

National policy frameworks emphasise entrepreneurship as a driver of job creation and inclusive
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growth, yet the translation of these intentions into meaningful behavioural change remains
inconsistent. Several initiatives aim to cultivate entrepreneurial mindsets, although their impact
is often diluted by weak implementation and limited alignment across education and training
systems (Ncube, 2025). Innovation hubs, incubators, and technology transfer platforms aim to
address these gaps by providing access to mentors, digital tools, and networks; however, their

reach remains uneven across sectors and provinces (Abrahams, 2020).

Within the learnership system, SETA-accredited institutions have begun embedding digital and
innovation-related modules into business and technical programmes. For example, MICT SETA
delivers digital marketing learnerships, and other providers integrate innovative content into
programmes such as New Venture Creation and Business Administration (Mtotywa & Motaung,
2024). However, collaboration between these institutions and AgriSETA remains limited. This
fragmentation restricts opportunities to embed digital skills, innovation management, and
entrepreneurial capability into agricultural learnerships, despite clear evidence that such

integration could support market access, farming innovation, and value-chain participation.

Digitalisation itself has reshaped the entrepreneurial landscape by reducing entry barriers,
expanding market reach, and enabling more efficient business processes. Digital platforms,
including mobile applications and e-commerce systems, facilitate data-driven decision-making
and create new opportunities for venture growth (Camps et al., 2025). These tools strengthen the
broader entrepreneurial ecosystem by promoting collaboration, information sharing, and the
diffusion of innovation. However, the uneven adoption of digital technologies across agricultural
training environments continues to limit the potential impact of such tools. Many trainees lack
access to suitable devices, reliable internet connectivity, or the digital literacy necessary to utilise

technology effectively.

Although most SETA-accredited providers have adopted online learning technologies, these
tools are often used primarily for content delivery rather than for cultivating innovation or
entrepreneurial capability. This reveals a broader systemic concern: digital tools are frequently
implemented for administrative efficiency rather than as catalysts for creative problem-solving

or enterprise development (Chiromo et al., 2023).

Entrepreneurship education remains a central pillar in preparing individuals to participate

meaningfully in the digital economy. Well-designed entrepreneurial training enhances
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confidence, opportunity recognition, and business intent (Letshaba et al., 2025). However,
curricula must be continuously updated to keep pace with the rapid evolution of digital
technologies and the demands of emerging markets. Failure to do so risks widening the gap
between training outcomes and labour market expectations, particularly for trainees entering
agriculture, where digital transitions are increasingly shaping production, marketing, and

distribution systems (Nxumalo & Chauke, 2025).

Despite growing recognition of the need for collaboration between entrepreneurship, innovation,
and digitalisation, implementation across learnerships remains fragmented. Strengthening this
integration within AgriSETA programmes is essential for supporting commercialisation,
enhancing competitiveness, and cultivating a workforce capable of contributing to a dynamic

and inclusive agricultural economy.

Digital competencies are increasingly recognised as enabling factors for entrepreneurial
participation, particularly in accessing market information, financial services, and supply
networks. However, disparities in digital infrastructure and the integration of digital skills within
vocational training curricula may limit the potential of learnership programmes to support
digitally enabled entrepreneurship. The relevance of digitalisation in this study, therefore, lies
in understanding how technological capabilities interact with training experiences to influence

entrepreneurial growth outcomes.

2.21 THE ROLE OF ENTREPRENEURSHIP CURRICULUM IN ACCELERATING
MARKET ABSORPTION OPPORTUNITIES

Entrepreneurship curriculum plays an increasingly important role in enabling market absorption
opportunities in South Africa, where structural unemployment, constrained economic
diversification, and limited labour market mobility restrict pathways for youth participation.
Well-designed entrepreneurship education strengthens opportunity recognition, innovation
capability, and readiness for self-employment, all of which are essential for participation in both
formal and informal economies (Mncwango & Adanlawo, 2025). However, the extent to which
these curricula translate into meaningful outcomes remains uneven, particularly within

AgriSETA-accredited programmes.

Evidence consistently demonstrates that structured entrepreneurship education enhances

entrepreneurial intention, confidence, and competency, forming the basis for identifying and
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responding to market opportunities (Ncube & Matlala, 2025). Studies conducted in higher
education settings show that variations in curriculum depth influence learners’ entrepreneurial
thinking and behavioural intention (Fan et al., 2024). Although these findings provide important
insights, they highlight a notable gap: limited empirical work examines how entrepreneurship is
integrated into learnerships, despite their explicit aim to strengthen employability and practical

competence.

Entrepreneurial self-efficacy remains a significant determinant of entrepreneurial behaviour.
Exposure to entrepreneurship curricula equips learners with the capabilities required across the
venture creation lifecycle, strengthening their readiness for opportunity-driven activities
(Otache, 2025). This is particularly relevant in South Africa, where rising unemployment
necessitates alternative economic pathways and new forms of livelihood generation. The
integration of entrepreneurship modules within AgriSETA learnerships, therefore, has the
potential to support commercial participation. However, this potential is constrained by

inconsistent curriculum delivery, limited contextual alignment, and weak pedagogical design.

International and local evidence underscore the importance of experiential learning approaches,
including project-based learning, real-world problem-solving, and enterprise simulations
(Chitamba et al., 2025). These pedagogies enhance practical competence, encourage independent
thinking, and strengthen adaptive capacity. However, uniform teaching approaches across
diverse learner groups risk reinforcing educational inequalities. Context-responsive learning
environments remain essential to ensure that entrepreneurship education benefits trainees

equitably across rural and urban settings (Ajani, 2024).

A further consideration is the level of ecosystem support provided. Institutions are increasingly
serving as entrepreneurial support systems, offering mentorship, incubation, networking, and
access to information. Research shows that such integrated support significantly increases the
likelihood of venture creation and improves employment outcomes (Mgweba & Lungisa, 2024).
However, these institutional functions remain underdeveloped in agricultural training contexts,

limiting the commercialisation prospects of learnership graduates.

Digitalisation and global orientation further expand the scope of market absorption. Integrating
digital entrepreneurship, e-commerce strategies, and global market insights enhances

entrepreneurial competitiveness and facilitates participation in emerging economic opportunities
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(Camps et al., 2025). For AgriSETA learners, digital tools can bridge market gaps and broaden

access to value chains, although persistent digital divides limit this potential.

The entrepreneurship curriculum holds considerable potential to accelerate market absorption
opportunities, but only when it is contextually aligned, pedagogically robust, and supported by
well-functioning institutional ecosystems. Without these conditions, entrepreneurship education
risks remaining aspirational rather than transformative for learners positioned at the margins of

economic participation.

2.22 ENVIRONMENT FOR EFFECTIVE ENTREPRENEURSHIP EDUCATION

There is increasing convergence in the literature on the features of an environment that enable
effective entrepreneurship education. Shao et al. (2024) observe a shift away from a narrow focus
on start-up mechanics towards an approach that emphasises mindset, behaviour and adaptive
orientation. However, meeting this aspiration requires several foundational conditions that
determine whether entrepreneurship education can yield meaningful outcomes (Lekutle, 2023).

One condition is the recognition that not all learners will become competent entrepreneurs. While
Maka (2023) supports widening access, they argue that learners who demonstrate strong
entrepreneurial potential should receive more deliberate support as future “employment creators”.
Jiatong et al. (2021) reinforce this view, noting that entrepreneurial success is more likely when

individuals possess the appropriate dispositions and attitudes from the outset.

A conducive environment also requires alignment with entrepreneurial framework conditions,
such as those embedded in the Global Entrepreneurship Monitor model. Gomes et al. (2023)
argue that embedding training on new venture creation and business development across all
educational levels strengthens the overall prevalence of entrepreneurial activity. This requires
learning spaces where individuals can develop entrepreneurial skills, understand business
fundamentals, and engage in practical, authentic tasks that reflect real economic contexts (Ilonen,

2021).

Cultural and contextual relevance is another core requirement. Bell and Bell (2020) caution
against adopting international entrepreneurship education models without regard for local
realities, while Tengan et al. (2020) emphasise that uncritical importing of concepts may

undermine learning outcomes. Effective entrepreneurship education must therefore be grounded
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in local social, economic and ideological contexts to ensure applicability and resonance.

An enabling environment is thus more than the availability of training programmes. It requires
approaches that encourage creativity, disruption and long-term developmental thinking (Bell &
Bell, 2020). Wang and Zhang (2025) note that such environments must resemble fertile
entrepreneurial ecosystems, capable of unlocking entrepreneurial capabilities and supporting

sustained personal and economic development.

2.23 CONCEPTUALISING ENTREPRENEURIAL GROWTH

Conceptualising entrepreneurial growth in South Africa requires an understanding of the socio-
economic conditions that shape entrepreneurial behaviour and outcomes. The country’s transition
economy, characterised by persistent unemployment and unequal access to opportunities,
continues to shape how individuals participate in entrepreneurial activity. As a result, government
efforts to promote entrepreneurship among historically disadvantaged groups remain central to

national strategies aimed at inclusive growth and job creation (Mxunyelwa & Dinesh, 2025).

Small, medium and micro enterprises are consistently identified as key drivers of employment
creation, economic diversification and local development (Westhuizen, 2024). Despite their
strategic importance, sustainability remains a significant challenge, with many enterprises failing
within their early years. Research attributes these failures to limited business management skills,
inadequate financial resources and insufficient market intelligence (Moni & Chipunza, 2021).
Developing core business competencies is therefore essential, as these capabilities directly
influence operational efficiency, strategic decision-making and long-term viability (Saah &

Musvoto, 2020).

The cultural context further shapes entrepreneurial trajectories. South African studies highlight
the prevalence of a survivalist orientation among some entrepreneurs, which tends to constrain
innovation, growth and competitiveness. In contrast, migrant entrepreneurs often demonstrate
stronger entrepreneurial orientation, adaptability and opportunity-driven behaviour (Gavaza &
Stofile, 2025). This contrast highlights the need for targeted interventions that enhance
entrepreneurial confidence, opportunity recognition, and proactive behaviour among local

entrepreneurs (Bogie, 2023).
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Collaboration and networking are additional enablers of entrepreneurial growth. Effective
collaboration within and across enterprises enhances resource sharing, supports knowledge
exchange and promotes innovation (Nalmpanti et al., 2024). At the same time, the adoption of
technology, including mobile-based platforms, has become increasingly important for improving
operational efficiency, expanding market reach and strengthening customer engagement in

digitally evolving sectors.

Taken together, these factors suggest that entrepreneurial growth in South Africa is contingent
upon both individual capabilities and broader ecosystem conditions. Cultural orientation,
institutional support, financial access, technological integration and collaborative networks
collectively shape the extent to which entrepreneurial activity can flourish. Strengthening these
elements is therefore essential for building a resilient entrepreneurial foundation that can make a

meaningful contribution to economic and social development.

2.24 RESEARCH GAPS

Identifying research gaps is crucial for enhancing agricultural education and training systems in
South Africa, where structural, pedagogical, and economic constraints persistently hinder sectoral
performance. Research gaps highlight areas where existing evidence is insufficient to address

critical challenges, thereby guiding both academic inquiry and policy reform.

Although progress has been made in developing agricultural skills, significant issues remain
underexplored. The Academy of Science of South Africa’s Consensus Study highlights persistent
fragmentation across institutions, weak coordination among stakeholders, and curricula that do
not adequately address emerging agricultural challenges (Schneider et al., 2024). These
limitations suggest that the current evidence base is insufficient to support a transformative AET

system.

In the South African context, three significant gaps stand out: the alignment between AET and
national development priorities, the sustainability of training programmes, and the inclusion of
marginalised groups. These issues reflect broader systemic weaknesses such as poor governance,
inconsistent funding and limited monitoring and evaluation capacity. Addressing these gaps is
vital for achieving national goals, such as the National Development Plan’s target of creating one
million agricultural jobs by 2030, which requires more unmistakable evidence on whether current

training outputs meet labour market needs (Qwabe & Khapayi, 2025).
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A further gap concerns the localisation of global best practice. While international models offer
valuable insights, little work has examined how these models should be adapted to South Africa’s
socio-economic and institutional realities. Without such contextualisation, interventions risk

being misaligned, unsustainable or ineffective.

Addressing these gaps is therefore central to enhancing the contribution of agricultural education
and training to economic growth, social equity and rural development, and to ensuring that AET

remains responsive to evolving national and global priorities.

2.24.1 Critical Gaps in Current Literature on AgriSETA Learnerships

AgriSETA learnerships aim to address agricultural skills shortages and promote employment, yet
significant gaps remain in the literature concerning their design, implementation, and long-term
impact. These gaps limit the effectiveness of learnerships and constrain their developmental

potential (Rabie & Cornelissen, 2023).

2.24.1.1 Employment Outcomes and Workforce Integration

Evidence on post-training employment outcomes remains mixed. Ndashe and Omotosho (2024)
report that only 56.1% of graduates from the Owen Sitole College of Agriculture secured
employment, highlighting a possible misalignment between programme outputs and industry
needs. Research is required on how learnerships can strengthen transitions into employment,

including apprenticeships, internships and enterprise development pathways.

2.24.1.2 Inclusivity and Access for Marginalised Groups

Persistent access disparities limit the reach of AgriSETA programmes. Many offerings remain
urban-centred, creating barriers for rural trainees. Gendered norms further constrain the
participation of women, despite their significant involvement in agriculture. While the need for
equitable access is acknowledged (Korkie et al., 2025), models for operationalising inclusivity

remain underdeveloped.

2.24.1.3 Practical Training and Curriculum Design

Graduates often report inadequate practical experience, which undermines their readiness for the

workplace environment. Choo et al. (2024) note that programme durations are often too short to
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cover essential competencies. Research is needed to determine the optimal lengths of training,
effective pedagogical strategies, and effective mechanisms for embedding authentic workplace

learning.

2.24.1.4 Monitoring and Evaluation Frameworks

Monitoring and evaluation remain weak across many AgriSETA programmes. Without reliable
data on learner progress, employer satisfaction, or graduate outcomes, it is challenging to assess
the effectiveness of the programme. Although Rabie and Cornelissen (2023) call for improved
monitoring and evaluation (M&E), there is a lack of work on identifying the indicators and tools

that would provide meaningful insights.

2.24.1.5 Sustainability and Long-Term Impact

Concerns persist regarding the sustainability of AgriSETA programmes, including inconsistent
funding and limited post-training support. Emerging areas such as green skills and climate-
resilient farming are often absent from curricula. While O’Neil et al. (2023) highlight the
importance of adaptation and succession planning, practical guidance for embedding

sustainability within learnerships remains limited.

2.24.2 Future Directions for Vocational Training Research

The future trajectory of vocational training research presents opportunities to transform
agricultural practices and strengthen education systems. As countries increasingly recognise the
strategic value of vocational education, targeted research is required to ensure ongoing relevance

and responsiveness (Marini¢, 2023).

2.24.2.1 Integration of Digital Tools and Learning Platforms

Digital platforms offer flexible and scalable opportunities for learning. Research should explore
the effectiveness of mobile technologies, virtual simulations and extended reality tools in
agricultural training, particularly for remote and resource-constrained communities (Shravani et

al., 2025).
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2.24.2.2 Sustainable and Green Vocational Training

Given environmental pressures, vocational curricula must incorporate green skills such as
climate-smart agriculture, resource-efficient production and agroforestry. Further research is
required to determine how these competencies can be meaningfully integrated (Handayani et al.,

2020).

2.24.2.3 Impact of Soft Skills on Vocational Success

Soft skills are increasingly recognised as central to workplace readiness. Research should
examine how communication, collaboration and problem-solving can be effectively taught,

assessed and linked to long-term career outcomes (Hussein, 2024).

2.24.2.4 Collaboration Between Public and Private Sectors

Research is needed to identify models of effective public-private collaboration, particularly in the
agri-tech sector. Understanding how industry participation enhances curriculum relevance and

workplace integration is essential for improving outcomes.

2.24.2.5 Cross-Cultural and Global Approaches to Vocational Education

There is limited analysis of how cultural norms influence training outcomes. Comparative studies
can help identify which approaches are transferable across contexts and where local adaptation is

necessary (Li, 2023).

2.24.2.6 Monitoring and Evaluation of Vocational Training Outcomes

Future work should prioritise comprehensive monitoring and evaluation (M&E) frameworks
capable of tracking both short- and long-term outcomes. Emerging analytical tools, including big

data and machine learning, offer potential for more accurate assessments of system performance.

2.25 CHAPTER SUMMARY

This chapter examines the macro, meso, and micro contexts that shape the design, relevance, and
performance of learnerships in South Africa, with particular emphasis on AgriSETA programmes.
It highlighted how national development agendas, including the Sustainable Development Goals,

the National Development Plan and Agenda 2063, establish clear expectations for skills
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development as a mechanism for fostering employment, inclusivity and economic transformation.
At the meso level, legislative and regulatory frameworks, such as the Skills Development Act
and the Higher Education Act, along with associated quality assurance systems, provide the
institutional architecture within which learnerships operate. Their effectiveness, however,
depends on consistent implementation, adequate governance and meaningful employer

participation.

Micro-level analysis clarified the practical factors that influence learner experience and
performance, including pedagogy, digital readiness, mentorship, assessment quality and the
overall learning environment. Across these levels, the chapter identified persistent gaps in
curriculum alignment, monitoring systems, stakeholder coordination and post-training support,

which collectively weaken the capacity of learnerships to deliver sustained outcomes.

The chapter also explored the role of entrepreneurship education, entrepreneurial learning and
digital innovation in strengthening pathways to commercialisation, noting that these dimensions
remain unevenly embedded within agricultural training. Finally, the synthesis of existing
literature revealed critical gaps, particularly concerning employment outcomes, inclusivity,

practical training, sustainability and long-term impact.

These insights establish the conceptual and contextual foundation for the next chapter, which
presents the theoretical frameworks underpinning this study. The transition from contextual
analysis to theoretical positioning is essential for clarifying how the study interprets capability,
opportunity and support within learnership pathways and how these constructs guide subsequent

methodological choices.
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CHAPTER 3: THEORETICAL FRAMEWORK

3.1 INTRODUCTION TO THE THEORETICAL FRAMEWORK

This chapter presents the theoretical foundations for analysing the effectiveness of AgriSETA
learnership programmes in promoting entrepreneurial growth. The study adopts an integrated
theoretical framework drawing on four complementary perspectives: institutional theory, the
functional theory of value, the resource-based view (RBV), and the theory of user acceptance.
These theories were selected based on their relevance to explaining how vocational training
interventions operate within complex socio-economic environments and how learning outcomes

translate into entrepreneurial behaviour and economic participation.

Institutional theory provides a macro-level lens for understanding how formal regulations,
organisational structures, policy incentives and socio-cultural norms influence the design,
implementation and outcomes of learnership programmes. Within the South African skills
development system, institutional arrangements shape access to training opportunities, quality of
programme delivery and the availability of post-training support mechanisms. This perspective
enables the study to examine how systemic constraints and enabling conditions affect the capacity

of learnerships to facilitate entrepreneurial progression.

The functional theory of value contributes to economic and social perspectives by clarifying how
participation in entrepreneurial activities generates both material and nonmaterial outcomes. In
the context of vocational training, the perceived usefulness of skills acquisition influences
learners’ motivation to apply knowledge in productive activities. This theory, therefore, supports
an assessment of how learnership participation contributes to income generation, livelihood

improvement and broader socio-economic development outcomes.

The resource-based view focuses on the development of internal capabilities required for
sustained entrepreneurial participation. It emphasises the importance of technical competence,
managerial skills, innovation capacity and access to productive resources in achieving
competitive advantage. Applying this perspective enables the study to evaluate whether
AgriSETA learnerships build transferable competencies and strategic capabilities that support

entry into agricultural markets and long-term enterprise sustainability.

User acceptance theory introduces behavioural and technological dimensions by explaining the
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factors that influence the adoption and utilisation of digital tools in training and entrepreneurial
practice. As agricultural entrepreneurship increasingly depends on digital platforms for
information access, financial transactions and market engagement, understanding trainees’
perceptions of technological usefulness and ease of use becomes essential. This theoretical lens,
therefore, assists in analysing how digital readiness and facilitating conditions shape

entrepreneurial outcomes following programme participation.

Together, these theoretical perspectives provide a multidimensional analytical framework that
links institutional context, learning value, capability development and behavioural adoption
processes. The integration of these theories enables a comprehensive assessment of learnership
effectiveness by examining how system-level conditions interact with individual competencies
and resource access to influence entrepreneurial growth outcomes. The following sections
elaborate on each theoretical perspective and develop an integrated conceptual framework for the

study.

3.2 INSTITUTIONAL THEORY: HISTORICAL PERSPECTIVE

Institutional theory draws from early economic, sociological, and political traditions. While its
intellectual origins can be traced to Veblen’s critique of economic behaviour, systematic scholarly
attention to institutions and organisations only emerged in the mid-twentieth century. Merton’s
work on bureaucracy and conformity highlighted how formal structures shape behaviour, while
Selznick advanced these ideas by distinguishing between structural systems and adaptive
systems. Selznick’s conceptualisation of institutionalisation as the point where organisational
processes become value-laden and taken for granted laid the foundation for later work on

organisational legitimacy (Jepperson & Meyer, 2021).

Institutional theory argues that organisations operate within broader normative structures that
define appropriate behaviour and confer legitimacy (Sarta et al., 2021). Organisations exposed to
different institutional environments adopt distinct strategies to secure legitimacy, meet
expectations, or access resources. This logic explains the rapid growth of institutional theory
within international business and entrepreneurship research, where it helps explain cross-cultural
differences, entry strategies, and national-level constraints on organisational behaviour (Da Silva

et al., 2024; Boschen et al., 2024; Galleli & Amaral, 2025).

The emergence of neo-institutional theory expanded the field by emphasising how shared cultural
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norms and cognitive models shape organisational behaviour (Rabie, Cornelissen, & 2023). In
entrepreneurship, three dominant streams now characterise institutional research (Gongalves &
Silva, 2021): the influence of institutional environments on entrepreneurial activity (Odei, 2024),
the pursuit of organisational legitimacy (Bui et al., 2023), and institutional entrepreneurship,

where actors actively reshape institutional arrangements (Hoogstraaten et al., 2020).

Given its focus on rules, norms, and expectations, institutional theory provides a suitable
foundation for analysing South African SETA learnerships. This study aligns most closely with
the first stream, which examines how institutional environments shape entrepreneurial activity

and skills development.

3.2.1 Constructs of Institutional Theory

Institutional theory offers a valuable lens for understanding how policy, governance, and socio-
cultural norms influence the design and implementation of learnerships (O’Neil et al., 2023).
Institutions shape behaviour by enabling or constraining actions and influencing developmental
outcomes (Burch & Crowson, 2020). These influences arise not only from formal policy
frameworks but also from informal norms, traditions, and shared belief systems (Ordonez &

Ponce, 2021; Silva et al., 2024).

Three core institutional dimensions typically frame this analysis (Wagner et al., 2022):

¢ Regulatory dimension

This dimension refers to formal rules, regulations, and enforcement mechanisms that shape
organisational behaviour (Gang, 2020; Miorner, 2020). In learnerships, these include the Skills
Development Act, SAQA regulations, AgriSETA accreditation requirements, and compliance

demands for employers and training providers.

e Normative dimension

These elements comprise values, professional standards, and role expectations that guide
behaviour through social approval. In agricultural learnerships, they include workplace standards,
occupational norms, and societal perceptions of youth involvement in agriculture (Ordonez &

Ponce, 2021).
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e Cognitive dimension

This dimension captures the belief systems and shares mental models that individuals rely on
when interpreting their environments (Burch & Crowson, 2020). It explains why decision-makers

follow familiar routines even when better alternatives exist.

These dimensions are central to analysing AgriSETA learnerships because they reveal how
institutional rules, social expectations, and cognitive patterns influence programme
implementation. Institutional frameworks such as CAADP illustrate how broader policy agendas
shape coordinated action (Mbiakop, 2023). Stakeholder involvement in learnerships, as
emphasised by O’Neil et al. (2023), demonstrates the extent to which institutional environments

determine programme quality and relevance.

3.2.2 Application of Institutional Theory to Learnerships

Institutional theory helps explain how AgriSETA learnerships are governed, structured, and
legitimised within South Africa’s skills development system. As a SETA, AgriSETA operates
under regulatory pressures from national policy, accreditation bodies, and societal expectations
to address skills shortages and promote inclusive development (O’Neil et al., 2022; Botha et al.,
2023).

Programme design reflects coercive pressures arising from legislation, accreditation rules, and
reporting obligations (Elgar et al., 2022). Normative pressures stem from professional standards
and expectations within agricultural training. Cognitive pressures reflect long-standing
assumptions about agricultural education. Together, these pressures drive isomorphism, leading

organisations to adopt similar practices to maintain legitimacy (Karbhari et al., 2020).

Stakeholder dynamics further illustrate institutional influence. Employers, trainees, providers,
and government agencies contribute to shaping programme expectations and assessing legitimacy
(Aksom & Vakulenko, 2023). This supports the argument that learnerships are institutional

products shaped by governance arrangements rather than merely technical training interventions.

For this study, institutional theory offers a structured lens for examining how policy, norms, and
expectations influence the implementation and outcomes of AgriSETA learnerships, particularly

their capacity to support entrepreneurial growth in the Eastern Cape Province.
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3.3 THE FUNCTIONAL THEORY OF VALUE

The Functional Theory of Value explains how individuals derive meaning, utility, and motivation
from learning experiences. Initially advanced by Sheth, Newman, and Gross, the theory identifies
four value dimensions that influence decision-making and engagement. In this study, the theory
helps explain how AgriSETA learnerships generate value that supports entrepreneurial capability

and labour market participation.

Social Emotional
value value

Functional

theory of
value

Functional Epistemic
value value

Figure 4: Functional Theory of Value

Source: Rizkalla & Setiadi (2020).
3.3.1 Functional Value

Functional value refers to the practical benefits that a service or intervention delivers. It captures
the utility derived from performance and problem-solving capacity. In vocational settings, it
aligns with rational assessments of whether training improves skills, employability, and

workplace readiness (Taherdoost & Madanchian, 2023).
3.3.2 Social Value

Social value refers to the benefits derived from belonging, reputation, and social approval.
Choices are shaped not only by individual preference but also by collective norms and
expectations (Namazova, 2025). Emotional responses, including pride or shame, often
accompany these decisions and influence perceptions of quality of life (Rasoolimanesh et al.,

2020).
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3.3.3 Emotional Value

Emotional value reflects the feelings associated with an experience. Positive emotions strengthen
engagement and perceived worth, whereas negative emotions deter participation (Antoci, 2021;
Tabrizi et al., 2024). Emotions also signal what individuals consider important and guide

judgment in educational and workplace environments (Engelsen, 2022).

3.3.4 Conditional Value

Conditional value concerns the influence of situational factors on perceived worth. Crisis,
opportunity, timing, or personal need all shape how individuals evaluate the usefulness of a
programme (Loxton et al., 2020). This dimension underscores the importance of context-sensitive

design in vocational training (Alolabi et al., 2021).

3.3.5 Applying the Functional Theory of Value to AgriSETA Learnerships

The Functional Theory of Value offers a valuable lens for understanding how trainees perceive
the relevance and benefits of AgriSETA learnerships. Trainee decisions are shaped by functional
considerations, such as employability, income potential, and improved competence; social
motivations linked to community expectations and status; emotional responses, including
confidence or anxiety; and situational needs influenced by rural realities, climate pressures, and

market volatility (Gamage et al., 2021).

Values also evolve as trainees gain exposure to new knowledge, technologies, and workplace
environments. Programmes that recognise these shifts can better align training content with

learner aspirations and strengthen support for entrepreneurial development (Sharma & Kushwah,

2025).

Values are closely connected to identity formation. Trainees who aspire to self-reliance, social
mobility, or community contribution engage with learnerships differently from those seeking
wage employment alone (Mtotywa & Motaung, 2024). Designing programmes that respond to

these motivations can improve completion rates, learning quality, and entrepreneurial intent.

3.3.6 Value Outcomes in Learnership Programmes

The Functional Theory of Value helps explain how learnerships generate direct and indirect
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benefits for trainees, employers, and communities.

3.3.6.1 Functional Qutcomes

Learnerships deliver recognised qualifications, improve workplace readiness, and develop
industry-specific competencies. They also strengthen organisational efficiency by supplying
trained candidates who require limited orientation. These outcomes align with national

development priorities relating to employability and inclusive economic growth (DHET, 2023).

3.3.6.2 Tangible Value

Tangible benefits include occupational competence, NQF qualifications, increased
employability, and improved prospects for enterprise development. Employers benefit from tax

incentives, BBBEE advantages, and an expanded skills pipeline (O’Neil et al., 2023).

3.3.6.3 Intangible Value

Intangible gains include confidence, professional identity, social inclusion, and access to
networks. For marginalised groups, learnerships offer a pathway into formal labour markets,
enhancing empowerment and social mobility. At the community level, they address rural skills

shortages and support local economic revitalisation (Matha & Jahed, 2024).

3.3.6.4 Barriers to Realising Full Value

Several constraints limit the potential value of learnerships. Weak alignment between curricula
and labour-market needs leads to skills mismatches. Rural trainees face challenges related to
transportation, digital access, and financial barriers. Fragmented coordination between SETAsS,
providers, and employers undermines programme delivery and monitoring (O’Neil et al., 2023).
Strengthening partnerships, refining curricula, and improving evaluation systems will be

necessary to fully realise programme value.

The Functional Theory of Value provides a multi-dimensional framework for analysing
AgriSETA learnerships. It clarifies how functional, social, emotional, and conditional values
influence trainee engagement, programme relevance, and post-training outcomes. Understanding
these value dynamics strengthens the interpretation of how learnerships support entrepreneurial
growth in the agricultural sector.
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3.4 RESOURCE-BASED THEORY

The Resource-Based View (RBV) is the third theoretical anchor supporting this study. RBV
argues that organisations achieve sustainable competitive advantage when they possess and
deploy resources that competing firms cannot easily acquire or imitate (D’Oria et al., 2021). The
theory emphasises that internal resources differ in value, and only those meeting specific criteria
can contribute meaningfully to long-term advantage. These resources must be valuable, rare,
inimitable, and non-substitutable, collectively known as the VRIN conditions (Kumar &

Rodrigues, 2020).

RBV categorises organisational resources into physical, human, and organisational capital
(Kumar & Rodrigues, 2020; Chand & Tarei, 2021). Tangible resources, such as land, equipment,
and financial capital, support operational efficiency. However, intangible resources, including
skills, knowledge, reputation, culture, and intellectual capital, often offer greater strategic value

because they are harder for competitors to replicate (Gerhart & Feng, 2021; Jennifer, 2023).

In the agricultural sector, RBV is particularly relevant as enterprises increasingly invest in
technology, innovation systems, and workforce development to sustain competitiveness. The
strategic use of skilled labour, modern production systems, and context-specific knowledge can
generate unique advantages that are difficult to imitate (Sony & Aithal, 2020; Hidayat & Widodo,
2022). Knowledge management capabilities reinforce RBV by highlighting how firms transform
resources into strategic outcomes through learning, adaptation, and innovation (Lavrenenko et

al., 2021; Utami & Alamanos, 2023).

RBYV also accommodates the idea that seemingly ordinary resources may become strategic when
embedded within an effective business model (Fréry et al., 2020). The growing stakeholder
perspective within RBV further broadens its application, recognising that value creation depends
on managing relationships with communities, employees, suppliers, and regulators (Freeman et
al., 2021). These relationships contribute to reputational capital, an increasingly crucial intangible

resource in contemporary enterprise environments.

3.4.1 Application of Resource-Based Theory

Applying RBYV to learnerships supports an understanding of how organisations mobilise internal

resources to create effective training systems. When a firm possesses competencies,
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knowledgeable employees, and supportive organisational cultures, these resources can enhance
learnership delivery and outcomes. Learnerships that draw on strong internal capabilities are more
likely to produce graduates with relevant skills and enhance organisational productivity (O’Neil

etal., 2023).

From an RBV perspective, well-designed learnerships become strategic assets. They develop
valuable competencies such as communication, initiative, digital literacy, and problem-solving,
which improve both employability and organisational capacity. Programmes grounded in RBV
also align training content with existing organisational strengths, allowing firms to refine
distinctive capabilities and build a workforce that contributes to sustained performance

(Zvarimwa & Zimuto, 2022).

A stakeholder-oriented interpretation of RBV emphasises the importance of aligning learnerships
with the aspirations of trainees and the needs of industry partners. This focus supports stronger
engagement, higher completion rates, and better post-training absorption (McGahan, 2021). The
theory also encourages innovation in training practices, including the use of digital tools and
modern pedagogies that enhance learning quality and support continuous professional

development (Jennifer, 2023)

3.4.2 Integration of Resource-Based Theory and Vocational Education

Integrating RBV into vocational education enhances the strategic contribution of training
programmes to sectoral development. RBV emphasises that human capital is a critical
organisational resource, and the development of rare and valuable skills can significantly improve
competitiveness within sectors such as agriculture (Gerhart & Feng, 2021). Vocational education
aligned with RBV, therefore, prioritises advanced, industry-specific competencies that are scarce

in the labour market.

3.4.2.1 Resource-Based Theory in Vocational Education

Vocational programmes grounded in RBV focus on developing human capital that competitors
cannot easily replicate. In agriculture, this includes specialised knowledge in sustainable
production, climate-resilient farming, resource optimisation, and modern agri-technology.
Training that cultivates these competencies creates a labour force that adds strategic value and

reinforces organisational innovation (Sahoo et al., 2025).
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3.4.2.2 Strategic Alignment with Sector Needs

Effective integration of RBV requires vocational programmes to be designed with a clear
understanding of the agricultural sector’s evolving needs. The sector increasingly depends on
workers with technical proficiency in digital systems, precision agriculture, supply chain
management, and environmental stewardship. When training produces graduates with these
VRIN attributes, agricultural enterprises gain operational advantages that support resilience,

productivity, and long-term competitiveness (Nagano, 2020).

RBV strengthens the case for structured vocational education as a driver of economic
development. By producing a skilled and innovative workforce, vocational programmes enhance
sectoral performance and contribute to national priorities such as rural development, employment

creation, and sustainable growth.

3.5 UNIFIED THEORY OF ACCEPTANCE AND USE OF TECHNOLOGY

The Unified Theory of Acceptance and Use of Technology (UTAUT) was developed by
Venkatesh et al. (2003) to explain individuals’ behavioural intention to adopt and use new
technologies. The model synthesises constructs from earlier technology acceptance frameworks
and identifies four primary determinants of technology use behaviour: performance expectancy,
effort expectancy, social influence, and facilitating conditions. These constructs influence both
behavioural intention and actual technology utilisation. Subsequent refinements of the model
confirmed its applicability across organisational and non-organisational contexts, including
education, consumer behaviour, and innovation adoption environments (Venkatesh et al., 2012;

Thong & Xu, 2016; Xue et al., 2024).

Within vocational education and entrepreneurship development, UTAUT provides a behavioural
lens for understanding how trainees engage with digital tools, innovation processes, and
technology-enabled production systems. Contemporary agricultural enterprises increasingly rely
on digital platforms for market access, precision farming technologies to enhance productivity,
and information systems for decision-making. Consequently, technology acceptance represents a
critical mechanism through which vocational competencies translate into entrepreneurial

capability and economic participation (Dwivedi et al., 2019; Triandini et al., 2023).

Performance expectancy refers to the extent to which individuals believe that technology
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adoption will improve productivity or entrepreneurial outcomes. In the context of AgriSETA
learnerships, this construct relates to trainees’ perceptions that digital agricultural tools, climate-
smart technologies, and online market platforms can enhance enterprise viability and
competitiveness. Effort expectancy concerns perceived ease of technology use, which is
particularly relevant in rural training environments where exposure to advanced technologies may
be uneven. Social influence reflects the role of facilitators, host employers, institutional actors,
and peer networks in shaping attitudes toward innovation adoption. Facilitating conditions refer
to the availability of infrastructure, training support, connectivity, and organisational resources
that enable effective technology utilisation (Venkatesh et al., 2003; Dwivedi et al., 2019;
Triandini et al., 2023).

These constructs align directly with the study’s examination of curriculum responsiveness, digital
competency development, and structural constraints influencing entrepreneurial progression.
Empirical measures of digital skills acquisition, training quality, collaboration, and innovation
orientation in the quantitative phase provide indicators of trainees’ technology readiness. The
qualitative phase further explores how institutional support systems, workplace exposure, and
contextual resource limitations influence the practical adoption of technology within agricultural
enterprise settings. This integration reflects the study's explanatory sequential mixed-methods
logic, in which behavioural patterns identified through statistical analysis are interpreted in the

context of stakeholder perspectives.

UTAUT complements the broader theoretical framework by providing a micro-behavioural
explanation of how competency development interacts with enabling environments. While
Institutional Theory explains how regulatory frameworks and organisational norms shape
programme implementation, and the Resource-Based View highlights the importance of access
to productive assets, UTAUT clarifies how individual perceptions and behavioural intentions
mediate the translation of training inputs into entrepreneurial action. This theoretical positioning
strengthens the analytical coherence of the study by linking digital capability formation to
observable post-training outcomes such as enterprise initiation, employment absorption, and

sustainability of economic participation.

The relevance of technology acceptance behaviour is further underscored by the increasing
integration of digital learning platforms, blended training modalities, and innovation-driven

agricultural practices within vocational education systems. Research indicates that exposure to

121



technology-enhanced learning environments can influence entrepreneurial intention and
innovation adoption, particularly among youth participants in skills development programmes
(Puriwat & Tripopsakul, 2021). Similarly, emerging evidence suggests that the diffusion of
artificial intelligence and data-driven tools is reshaping knowledge acquisition processes and
decision-making in entrepreneurial contexts, thereby reinforcing the importance of behavioural

readiness for technology adoption (Duong et al., 2024).

Moreover, variation in facilitating conditions, such as limited infrastructure, inadequate
mentorship, or weak post-training support, may constrain the extent to which trainees convert
technological competencies into sustainable enterprise activity. Studies in vocational and higher
education contexts demonstrate that institutional support and resource availability significantly
influence technology adoption outcomes, even where individuals possess favourable attitudes
toward innovation (Handoko, 2020; Grani¢, 2024). These insights are particularly relevant for
evaluating learnership effectiveness in resource-constrained environments such as the Eastern

Cape Province.

In this study, UTAUT is therefore applied as part of an integrated analytical lens rather than as a
standalone predictive model. Its inclusion enables a deeper understanding of how behavioural
intention, digital readiness, and contextual enabling conditions interact with institutional
structures, perceived programme value, and resource availability to shape entrepreneurial
outcomes. This integrated perspective supports a comprehensive evaluation of AgriSETA
learnership effectiveness and helps explain why competency gains do not always translate into

sustained entrepreneurial progression within vocational training systems.

3.6 INTEGRATED CONCEPTUAL FRAMEWORK

This study adopts an integrated conceptual framework to explain how participation in AgriSETA
learnership programmes influences entrepreneurial growth outcomes among beneficiaries. The
framework synthesises institutional theory, the functional theory of value, the resource-based
view (RBV), and the Unified Theory of Acceptance and Use of Technology (UTAUT) in order
to provide a multidimensional explanation of learnership effectiveness. These theoretical
perspectives operate at different analytical levels but are conceptually interconnected in shaping

entrepreneurial behaviour and economic participation (Xue et al., 2024).

At the macro and meso levels, institutional theory explains how policy frameworks, governance
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arrangements, training coordination mechanisms, and broader socio-economic conditions
influence the accessibility and quality of learnership programmes. Institutional constraints such
as fragmented implementation structures, uneven training-provider capacity, and limited post-
programme support can limit the extent to which beneficiaries translate acquired competencies
into sustainable entrepreneurial activity (Kolho, 2024). Conversely, enabling institutional
environments characterised by effective coordination, infrastructure support, and inclusive policy
interventions can strengthen entrepreneurial transition pathways, particularly within rural

agricultural economies.

Participation in learnership programmes is expected to shape beneficiaries’ perceptions of the
value of training. Drawing on the functional theory of value, the framework proposes that
entrepreneurial action is influenced by the perceived usefulness of skills acquisition in improving
income prospects, livelihood security, and socio-economic mobility (Ferdousi et al., 2025). When
training is seen as relevant to local economic opportunities and responsive to sectoral needs,
beneficiaries are more likely to apply the knowledge they acquire to productive activities.
Perceived value, therefore, operates as a motivational mechanism linking programme

participation to behavioural intention.

The resource-based view provides a capability-oriented explanation of entrepreneurial growth by
emphasising the importance of internal competencies and access to productive resources in
achieving competitive advantage (Day et al., 2025). Learnership participation is expected to
enhance technical agricultural skills, business management capacity, an innovation orientation,
and the recognition of opportunities. However, the translation of competencies into viable
enterprise outcomes depends on beneficiaries’ ability to mobilise complementary resources such
as finance, land, equipment, and market networks. These contextual factors influence both

enterprise sustainability and progression into commercialisation.
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Figure 5: Integrated Conceptual Framework.
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The framework further incorporates a technological adoption dimension through UTAUT,
recognising the increasing role of digital tools in contemporary agricultural entrepreneurship.
Technology acceptance is influenced by performance expectancy, effort expectancy, social
influence, and facilitating conditions, all of which shape beneficiaries’ willingness to utilise
digital platforms for market engagement, financial management, and production optimisation
(Venkatesh et al., 2003; Dwivedi et al., 2019; Triandini et al., 2023). Digital readiness, therefore,
enhances the capacity of entrepreneurial competencies to generate economic value and expand

market participation.

The conceptual model illustrates a sequential and interactive process through which institutional
conditions influence learnership participation and training experiences, which, in turn, shape
perceived value and the development of entrepreneurial competencies. These competencies,
moderated by access to resources and enabling socio-economic conditions, contribute to
entrepreneurial growth outcomes such as enterprise start-up, expansion of farming activities,
income generation, and improved market participation. Technology acceptance is positioned as
an enabling behavioural mechanism that strengthens the relationship between competency

development and entrepreneurial performance.
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The framework, therefore, proposes that entrepreneurial growth is not solely determined by
training participation but rather emerges from the alignment of systemic support, motivational
drivers, capability development, resource mobilisation, and technological adoption. This
integrated perspective guides the empirical analysis by informing variable selection, the
interpretation of quantitative relationships, and the triangulation of qualitative insights into the

effectiveness of AgriSETA learnership programmes in promoting entrepreneurial progression.

3.7 CHAPTER SUMMARY

This chapter presented the theoretical foundations guiding the study’s examination of AgriSETA
learnership effectiveness. It outlined the role of learnerships within vocational training and
situated them conceptually through institutional theory, the functional theory of value, the
resource-based view, and user acceptance theory. Additional perspectives, including
sustainability-oriented theories, digital transformation frameworks, cultural and socio-economic
theories, and behavioural change models such as ADKAR, were incorporated to broaden the

analytical scope.

The chapter also discussed entrepreneurial competencies in agriculture, highlighting the skills
required to navigate uncertainty, adopt innovation, and sustain productive enterprises. It
examined gaps in applying existing theories to learnerships and emphasised the importance of
balancing global frameworks with local contextual considerations. Case study evidence has
shown that, although learnerships are theoretically well-aligned with established models of skills

development, their practical implementation remains uneven.

Collectively, these theoretical insights provide a multidimensional lens for analysing how
learnerships shape entrepreneurial capability, labour market readiness, and commercialisation
pathways. They establish the foundation for the empirical analysis that follows, ensuring that

subsequent chapters are grounded in a coherent and contextually relevant theoretical base.
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CHAPTER 4: RESEARCH METHODOLOGY

4.1 INTRODUCTION

This chapter outlines the methodological approach used to address the study’s research objectives.
It explains the research paradigm, guiding philosophical assumptions, research design, sampling
procedures, data collection processes, and the analytical techniques employed. A sequential
explanatory mixed-methods strategy was adopted. The study began with a quantitative phase to
identify patterns in learner competence, outcomes, and progression, followed by a qualitative
phase to explore the underlying reasons behind these patterns. This approach ensured analytical
depth and strengthened the validity of the findings. The chapter provides the methodological
foundation for the quantitative results presented in Chapter 5, the qualitative insights reported in

Chapter 6, and the integrated interpretation developed in Chapter 7 (Draucker et al., 2020).

4.2 RESEARCH PARADIGM (PRAGMATISM)

The study was guided by the pragmatic research paradigm, which views knowledge as
meaningful when it supports practical problem-solving and leads to workable outcomes.
Pragmatism is well-suited for research questions that require flexibility in method selection,
rather than strict adherence to a single philosophical position. It acknowledges that complex
educational and socio-economic challenges, such as those present in vocational and agricultural

training, cannot be fully understood through a single form of evidence alone (Gobo, 2023).

Pragmatism supports the use of both quantitative and qualitative approaches because each offers
distinct insights into the problem under investigation. In this study, the quantitative phase enabled
the measurement of patterns in technical competence, entrepreneurial capability, digital
readiness, and early post-training activity. However, these patterns required contextual
interpretation to understand why competencies did not consistently translate into employment or
entrepreneurial progression. The qualitative phase, therefore, provided insight into institutional

conditions, workplace practices, and learner experiences that shaped post-training outcomes
(Ahmed, 2024).

This paradigm was particularly appropriate for evaluating AgriSETA learnerships, as interactions

between individual capability, institutional structures, and the broader rural environment shape
126



the effectiveness of such programmes. Pragmatism enabled the study to analyse these interactions
by connecting measurable outcomes to real-world conditions. It also provided the philosophical
basis for integrating findings across Chapters 5 and 6, ensuring that the final interpretation in

Chapter 7 reflected both empirical evidence and the lived experiences of participants.

Pragmatism, therefore, offered the methodological flexibility and conceptual coherence needed
to investigate how competence, opportunity, and context intersect within agricultural
learnerships. It ensured that the research design remained problem-centred, evidence-driven, and

aligned with the study’s explanatory objectives.

4.3 RESEARCH PHILOSOPHIES

The study drew on philosophical assumptions from both positivist and interpretivist traditions.
The positivist orientation shaped the quantitative phase, which sought to identify measurable
patterns in learners’ technical competence, entrepreneurial capability, and progression. This
stance assumes that selected aspects of the training experience can be objectively captured and

analysed through statistical procedures (Gamage, 2025).

The interpretivist orientation informed the qualitative phase, which examined participants’
experiences and perceptions of the conditions influencing post-training outcomes. This
perspective recognises the significance of subjective meaning in understanding how learners

apply their competencies within real-world settings (Tanlaka & Aryal, 2025).

Through the pragmatic paradigm, these assumptions were integrated to support a balanced
methodological approach that combines objective measurement with contextual insight. This

alignment underpins the explanatory logic developed across Chapters 5, 6, and 7.

4.4 RESEARCH DESIGN

The study employed a mixed-methods research design to provide a comprehensive and
contextually grounded understanding of learnership outcomes. The design combined the
strengths of quantitative measurement with qualitative explanation, enabling the study to capture
both the extent of learners’ technical and entrepreneurial competence and the contextual
conditions that shaped their post-training progression. The quantitative phase established

measurable patterns, while the qualitative phase explored the underlying reasons for those
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patterns. This structure aligns with the study’s explanatory intent and supports the integrated

interpretation presented in Chapter 7 (Kerari et al., 2022).

The explanatory sequential mixed-methods design was particularly appropriate for this study
because it enabled qualitative exploration of the contextual factors influencing the self-reported
entrepreneurial outcomes identified in the quantitative phase. This design, therefore, strengthened

interpretive depth when objective longitudinal enterprise performance data were unavailable.

4.4.1 Work-Integrated Learning as a Methodological Orientation

Work-Integrated Learning (WIL) offers a valuable methodological lens for understanding how
skills development unfolds within AgriSETA-accredited learnerships. Although WIL is typically
conceptualised as a pedagogical and curriculum design principle, it also shapes the
methodological orientation of research on vocational systems. This is because WIL requires
learning to be examined not only as a classroom-based process but as an experiential one situated

within both institutional and workplace environments (Mesuwini et al., 2023).

WIL emphasises the interaction between theoretical instruction and structured workplace
exposure. Research designs that investigate learnerships must therefore account for how
competence develops through cycles of exposure, practice, feedback, and reflection. The
explanatory sequential mixed-methods design employed in this study aligns with WIL principles,
as it first quantifies learner outcomes and then qualitatively explores how workplace conditions,
mentoring practices, and institutional processes influence capability development (Kiruthika et
al., 2024). This sequencing enables a more comprehensive understanding of how formal

curriculum structures and real-world workplace environments influence learning.

WIL also highlights the situated nature of competence, which is inextricably linked to context.
Agricultural learnerships take place in production settings characterised by seasonal variation,
resource constraints, and diverse operational demands. The methodology, therefore, incorporates
qualitative inquiry to capture contextual nuances that quantitative measures alone cannot reveal.
Insights from facilitators, host employers, and AgriSETA officials reveal how institutional
capacity, workplace culture, and the quality of supervision impact learners’ ability to apply

theoretical knowledge in practice (Khetsha & Makhoahle, 2023).

Additionally, WIL highlights the importance of learner agency and the central role of mentors.
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By integrating interviews with supervisors and AgriSETA officials, training facilitators, host
employers, the methodology recognises that competence development is relational. This supports
a more holistic assessment of learnership effectiveness, particularly where learners’ experiences
depend on access to equipment, the availability of mentoring, and the consistency of workplace

support (Pretti et al., 2020).

Embedding WIL as a methodological orientation strengthens the study’s capacity to analyse how
learnership outcomes emerge through the interaction of curriculum, institutional processes, and
workplace environments. It ensures that the methodological approach remains grounded in the

experiential realities of agricultural training.

4.4.2 Quantitative Method

The quantitative phase involved administering a structured questionnaire to learners who had
completed AgriSETA agricultural learnerships. The instrument measured key constructs relevant
to the study, including technical competence, entrepreneurial and innovation capability, digital
readiness, and perceived structural constraints. This phase generated numerical data that informed
descriptive statistics, reliability testing, and inferential analysis, including regression modelling.
The quantitative results in Chapter 5 provided initial insight into competence development and

identified areas where learners experienced limited progression (Singh et al., 2024).

4.4.3 Qualitative Method

The qualitative phase consisted exclusively of semi-structured individual interviews conducted
with selected stakeholders, including training facilitators, host employers, and AgriSETA
officials. No focus group discussions were conducted during the qualitative data collection
process. Participants were purposively selected based on their direct involvement in the

implementation and support of AgriSETA learnership programmes.

The qualitative strand aimed to explore stakeholders’ experiences of training delivery, the
application of acquired skills in practical contexts, and the institutional and structural conditions
influencing participants’ progression towards entrepreneurial or employment outcomes. This
phase was designed to explain and contextualise the statistical patterns identified in the
quantitative phase, particularly instances in which technical competence did not translate into

entrepreneurial engagement or labour market participation.
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Interviews were conducted using a semi-structured interview schedule, audio-recorded with
participants’ consent, and subsequently transcribed for analysis. The data were analysed using
thematic analysis to identify recurring patterns, explanatory insights, and contextual influences
that deepen the quantitative findings presented in Chapter 5 and inform the integrated discussion

in Chapter 7 (Kiger & Varpio, 2020).

4.4.4 Cross-Sectional Research Design

A cross-sectional design was used, where data were collected at a single point in time from
participants who had recently completed the learnerships. This approach was appropriate for
assessing immediate post-training competence and capturing early progression experiences. It
provided a snapshot of learner outcomes, enabling the identification of measurable patterns in
competence and constraints that required further exploration through qualitative inquiry. The
design supported the sequencing of the study, as the quantitative findings in Chapter 5 informed
the questions pursued in the qualitative phase in Chapter 6 (Adhikary et al., 2022).

4.4.5 Mixed Method Research (MMR) Design

The study employed a mixed-methods research design to leverage the complementary strengths
of quantitative and qualitative approaches. This design was necessary because the research
problem required both measuring learner competencies and interpreting the institutional and
contextual factors that shaped post-training outcomes. The quantitative phase provided structured
and measurable evidence on key constructs, including technical competence, entrepreneurial
capability, digital readiness, and perceived structural constraints. These data offered an overview
of patterns across the learner sample and highlighted areas where progression into employment

or enterprise was limited (Ahmed et al., 2024).

The qualitative phase then extended this analysis by generating context-rich explanations for the
statistical findings. Interviews with facilitators, host employers, and AgriSETA officials helped
clarify why learners with similar levels of competence progressed differently and how workplace
exposure, institutional capacity, and environmental constraints influenced their ability to apply
acquired skills. This interpretive strand enabled a deeper understanding of the nuances that

quantitative results alone could not capture (Kiger & Varpio, 2020).

Integrating both strands produced a more comprehensive account of learner outcomes than either
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method could offer independently. The quantitative results established the trends requiring
explanation, while the qualitative findings addressed the underlying mechanisms that shaped
those trends. This integration also enhanced the study’s credibility by allowing convergence,
complementarity, and expansion across methods, which strengthened the explanatory logic

connecting Chapters 5, 6, and 7 (Toyon, 2021).

The adoption of a mixed-methods design was therefore essential to achieving the study’s aim of
producing findings that were empirically robust and grounded in real-world experience. It aligned
with the pragmatic paradigm guiding the research, ensuring that the analysis remained both

contextually informed and methodologically rigorous.

4.4.6 Rationale for Adoption of Mixed Methods

Mixed methods were employed because the research problem necessitated an approach that could
capture both measurable patterns in competence development and the contextual factors
influencing post-training outcomes. The quantitative phase provided the basis for identifying
trends in technical competence, entrepreneurial capability, digital readiness, and early post-
training activity. However, quantitative data alone cannot explain why gains in competence do
not consistently translate into employment or entrepreneurial progression, particularly within

rural agricultural environments where structural barriers persist (Demkowicz et al., 2025).

The qualitative phase addressed this limitation by offering insight into the institutional conditions,
workplace practices, and learner experiences that shaped the application of competencies.
Interviews with facilitators, host employers, and AgriSETA officials enabled the study to uncover
influences that numerical indicators could not fully capture, including workplace culture,
resource constraints, variable mentorship quality, and gaps in post-training support systems

(Kiger & Varpio, 2020).

Combining these approaches increased the credibility and explanatory power of the findings. The
quantitative results informed the design of the qualitative phase, ensuring that the interviews
focused on the most salient statistical patterns requiring contextual interpretation. This alignment
strengthened internal consistency and facilitated the triangulation of evidence, which is essential
when analysing complex vocational systems where both capability and context interact to shape

outcomes (Ahmed, 2024).
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The use of mixed methods, therefore, aligned with the study’s pragmatic paradigm by allowing
multiple forms of evidence to inform the inquiry. It enabled a more comprehensive interpretation
of learner progression, ensuring that the conclusions presented in Chapter 7 reflect both

measurable outcomes and the participants' lived experiences.

4.4.7 Sequential Explanatory Strategy

The study employed a sequential explanatory strategy, starting with a quantitative phase and
followed by a qualitative phase designed to interpret and further explore the initial statistical
findings. This structure was selected because the research problem required both the identification
of measurable trends and the exploration of the contextual factors that shaped those trends. The
sequential design ensured that each methodological phase contributed to distinct but

complementary forms of evidence (Toyon, 2021).

The quantitative phase served as the foundation, providing empirical patterns relating to technical
competence, entrepreneurial capability, digital readiness, collaboration, and early post-training
outcomes. These results highlighted areas where competence development was strong and where
progression into employment or enterprise activity was limited. However, the statistical patterns
alone could not explain the underlying reasons for these disparities, particularly in rural and

resource-constrained contexts (Ahmed et al., 2024).

The qualitative phase was therefore purposefully scheduled after the quantitative analysis to
investigate the factors that influenced the translation of competencies into practical outcomes.
Semi-structured interviews enabled the study to examine institutional arrangements, workplace
practices and systemic constraints that shaped learner trajectories. This sequencing ensured that
the qualitative inquiry was directly informed by and responsive to the quantitative findings,

thereby strengthening the coherence of the overall analysis (Kiger & Varpio, 2020).

Integration occurred during the interpretation stage, where insights from both phases were
compared, contrasted, and synthesised. This enabled a comprehensive understanding of why
learners achieved specific competencies yet encountered barriers in applying them, and how
institutional capacity, workplace conditions, and support structures shaped these experiences. The
structured sequencing supported the development of the integrated interpretation presented in
Chapter 7, ensuring that conclusions and recommendations were grounded in both numerical

evidence and contextual insight.
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The sequential explanatory strategy was therefore essential to the study’s explanatory aim. It
provided methodological clarity, improved analytic depth, and enabled a more accurate
interpretation of the effectiveness of AgriSETA learnerships in supporting entrepreneurial

progression.

4.5 STUDY POPULATION

The study population comprised individuals and institutional actors directly involved in
AgriSETA-accredited agricultural learnerships in the Eastern Cape Province. This included
learners who had completed the programmes, facilitators responsible for theoretical instruction,
host employers who oversaw workplace-based learning, and AgriSETA officials involved in
programme coordination and quality assurance. These groups represent the core stakeholders
within the learnership system and collectively shape the delivery of training, learner experiences,

and post-training opportunities (Chand, 2025).

Learners formed the primary population for the quantitative phase because they could provide
direct evidence of competence development, digital readiness, entrepreneurial confidence, and
early post-training outcomes. Their responses enabled the identification of measurable patterns
that informed the qualitative inquiry in Chapter 6. Facilitators and host employers contributed
insight into instructional quality, workplace exposure, mentoring practices, and the operational
realities that influence the application of skills in authentic contexts. AgriSETA officials provided
perspectives on policy intent, programme coordination, institutional capacity, and systemic

challenges affecting implementation.

Including actors across these levels ensured that the study captured the full complexity of the
learnership environment. Their collective insights were crucial for understanding how
competencies are developed, how support structures operate, and how contextual constraints
impact learner trajectories. This broad population base strengthened the explanatory power of the

mixed-methods design and supported the integrated interpretation presented in Chapter 7.

4.6 SAMPLING METHODS

Sampling methods were designed to capture perspectives from participants directly involved in
AgriSETA-accredited agricultural learnerships. Given the study’s focus on learner outcomes and

stakeholder experiences within AgriSETA-accredited agricultural learnerships, the sampling

133



approach prioritised access to participants with relevant insight into training processes, workplace
exposure, and post-training progression. The study, therefore, employed non-probability
sampling techniques suitable for mixed-methods research, where depth of information is more

important than statistical representativeness (Makwana et al., 2023).

4.6.1 Non-probability Sampling

Non-probability sampling was used for both the quantitative and qualitative phases. Purposive
sampling enabled the inclusion of participants with direct experience of programme delivery and
outcomes. In the quantitative phase, this involved former learners who had completed AgriSETA
learnerships. In the qualitative phase, purposive sampling targeted facilitators, host employers,
and AgriSETA officials with operational knowledge of training implementation and support.
Convenience sampling was also applied, as participants were selected based on their availability
during the data collection period. These techniques ensured that the study captured relevant and

informed perspectives necessary for addressing the research objectives (Nikolopoulou, 2022).

4.6.2 Probability Sampling

Probability sampling was not appropriate for this study. The population was bounded, dispersed
across multiple training sites, and difficult to access through random selection. Moreover, the
study required participants with specific experience in the agricultural learnership system, which
made purposive and convenience sampling more appropriate. This approach is consistent with
mixed-methods designs that prioritise relevance, depth, and contextual insight over

generalisability (Ahmed, 2024).

4.6.3 Selected Sampling Method

The study employed a non-probability sampling strategy that combined purposive and
convenience sampling techniques. Purposive sampling ensured that all participants had
substantive exposure to the learnership environment. Convenience sampling allowed the
researcher to access participants who were available and willing to participate during the data
collection period. This combination supported the study’s explanatory aims and ensured a

coherent link between quantitative patterns and qualitative explanations (Tajik et al., 2024).
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4.6.4 Sampling Techniques for This Study

Sampling techniques varied across the quantitative and qualitative phases, in line with the
sequential explanatory design. In the quantitative phase, purposive sampling targeted learners
who had completed the AgriSETA agricultural learnerships and could provide measurable data
on their competence and progression. In the qualitative phase, purposive and convenience
sampling were employed to select facilitators, host employers, and AgriSETA officials who could
explain the patterns identified in the quantitative results. Learners were not included in the
qualitative interviews, as the intention was to obtain institutional and workplace perspectives on
programme effectiveness and post-training transition dynamics. This enabled the study to
integrate measurable learner outcomes with contextual stakeholder explanations, supporting the

explanatory aims of the mixed-methods design (Hamm et al., 2023).

4.7 SAMPLE SIZE

The quantitative sample consisted of learners who had completed AgriSETA-accredited
agricultural learnerships and were available during the data collection period. This group
provided a sufficiently large dataset to conduct descriptive analysis, reliability testing, correlation
analysis, and regression modelling, as reported in Chapter 5. The final quantitative sample
enabled the study to identify statistically meaningful patterns in competence development, digital

readiness, entrepreneurial capability, and early post-training outcomes (Hennink & Kaiser, 2022).

The qualitative sample was intentionally smaller, consistent with established guidance for in-
depth thematic analysis. It comprised learners, facilitators, host employers, and AgriSETA
officials who were selected for their ability to explain, contextualise, and elaborate on the
statistical patterns emerging from the quantitative phase. This purposive selection ensured that
the qualitative data reflected the range of institutional roles and experiences required to interpret
the quantitative results. The sample size was therefore appropriate for achieving analytic depth

while avoiding unnecessary redundancy in the data.

The combined sample provided the breadth needed for quantitative general patterns and the depth
required for qualitative explanation. This balance strengthened the explanatory power of the
mixed-methods design. It supported the integrated analysis presented in Chapter 7, where both

strands of evidence are brought together to interpret learner outcomes and systemic constraints.
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4.8 DATA COLLECTION INSTRUMENTS

Two instruments were employed to support the mixed-methods design. For the quantitative
phase, a structured questionnaire was developed to measure participants’ technical competence,
entrepreneurial capability, innovation, and digital practices, as well as their perceived structural
and institutional constraints. The instrument consisted primarily of closed-ended Likert-type
items adapted from established measures in entrepreneurship training and skills development
research. This format enabled consistent scoring and supported the statistical analyses reported

in Chapter 5, including reliability testing, correlation analysis, and regression modelling.

For the qualitative phase, data were collected exclusively through semi-structured individual
interviews. An interview guide was developed to explore participants’ experiences of training
delivery, workplace exposure, application of acquired skills, and challenges encountered during
transitions to employment or entrepreneurial activity. The guide was organised around thematic
domains aligned with the research objectives and the quantitative constructs measured in the
survey. The semi-structured format allowed for probing and clarification while ensuring

comparability across interviews.

The use of structured and semi-structured instruments enhanced methodological rigour by
combining consistency in measurement with depth of contextual interpretation. Qualitative
insights derived from the interviews informed the thematic analysis presented in Chapter 6 and

supported the integrated interpretation of findings in Chapter 7.

4.9 PILOT STUDY

A pilot study was conducted to assess the clarity, appropriateness, and functionality of the data
collection instruments prior to full-scale administration. For the quantitative phase, the structured
questionnaire was piloted with a small group of learners who had previously completed
AgriSETA-accredited agricultural learnerships. Feedback from the pilot enabled refinements to
item wording, response options, and the alignment of questionnaire items with the study's
constructs. These adjustments improved measurement precision and supported the reliability

analyses presented in Chapter 5.

For the qualitative phase, the semi-structured interview schedule was piloted with a small number

of participants from relevant stakeholder groups, including training facilitators and host
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employers. The pilot interviews were used to assess whether the questions elicited coherent and
sufficiently detailed responses aligned with the study objectives. This process also informed
minor revisions to question sequencing, phrasing clarity, and the use of probing techniques to
deepen responses. No focus group instruments were piloted, as qualitative data collection in the

study was based solely on individual interviews.

The pilot study strengthened the methodological quality of the research by ensuring that both
instruments were appropriately calibrated for the sequential explanatory mixed-methods design.
This preparatory phase enhanced the validity of the quantitative measures and supported the depth

and contextual relevance of qualitative data used to explain statistical trends.

4.10 ADMINISTRATION OF RESEARCH INSTRUMENTS

The quantitative questionnaire was administered in person at selected training centres and host
employer sites. Before completion, participants were briefed on the study's purpose, voluntary
participation, confidentiality provisions, and procedures for completing the instrument. The
researcher remained available during administration to clarify queries while ensuring that
responses were completed independently. This approach supported high response quality and

strengthened the validity of the quantitative data analysed in Chapter 5.

The qualitative phase was conducted after preliminary analysis of the quantitative results. Semi-
structured individual interviews were undertaken with purposively selected stakeholders,
including training facilitators, host employers, and AgriSETA officials. Interviews were
conducted at mutually agreed locations, audio-recorded with participants’ consent, and
transcribed verbatim for analysis. Conducting the qualitative strand after the quantitative phase
enabled focused exploration of the contextual and institutional factors underlying the statistical
patterns identified earlier, thereby strengthening the explanatory integration of findings in

Chapter 7.

4.11 RELIABILITY AND VALIDITY

Ensuring reliability and validity was essential for establishing the credibility and analytical
robustness of the study’s findings. Given the sequential explanatory mixed-methods design,
strand-specific procedures were implemented to enhance the quality of both the quantitative and

qualitative data. These procedures strengthened the internal coherence of the analysis and
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supported the integration of findings across the quantitative and qualitative phases of the research

(Noble & Smith, 2025).

4.11.1 Reliability and Validity in the Quantitative Phase

Reliability refers to the consistency and stability of measurement, while validity concerns the
extent to which an instrument accurately measures the constructs it is intended to assess
(Hidayana, 2025). Internal consistency reliability of the questionnaire scales was evaluated using
Cronbach’s alpha coefficients for measures of technical competence, entrepreneurial capability,
innovation practices, digital readiness, and perceived structural constraints. Revisions informed
by the pilot study improved item clarity and reduced ambiguity, contributing to acceptable
reliability levels reported in Chapter 5.

Content validity was strengthened through expert review of the questionnaire to ensure that items
adequately reflected key dimensions of learnership outcomes. Construct validity was enhanced
by aligning measurement items with established conceptual definitions and the theoretical
framework underpinning the study. These procedures increased confidence in the statistical

relationships and regression results presented in Chapter 5.

4.11.2 Trustworthiness in the Qualitative Phase

Trustworthiness in the qualitative strand was addressed through the criteria of credibility,
transferability, dependability, and confirmability (Ahmed, 2024). Credibility was enhanced by
conducting semi-structured individual interviews with stakeholders who had direct experience of
AgriSETA learnership implementation. Interview questioning was informed by patterns
emerging from the quantitative analysis, enabling focused exploration of contextual explanations

for statistical trends.

Dependability was supported through the maintenance of a systematic audit trail documenting
interview procedures, transcription processes, coding decisions, and theme development.
Thematic analysis followed a structured process of familiarisation, coding, theme generation, and
refinement to ensure consistency in interpretation across transcripts (Ahmed, 2024).
Confirmability was strengthened by grounding interpretations in participants’ accounts and

maintaining reflexive awareness of the researcher’s role in the analytical process.
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Transferability was facilitated by detailed contextual descriptions of the learnership environment
and participants' experiences, enabling readers to assess the potential applicability of the findings
to comparable training and entrepreneurial development settings. These procedures ensured that
qualitative insights presented in Chapter 6 offered a credible explanation of the statistical patterns

identified in Chapter 5.

4.12 DATA ANALYSIS METHOD

Data analysis followed the sequential explanatory design, with the quantitative phase preceding
and informing the qualitative phase. Quantitative data was captured, cleaned, and analysed using
descriptive statistics, reliability testing, and inferential procedures, including regression
modelling. These analyses identified patterns in technical competence, entrepreneurial capability,
and structural constraints, allowing for an examination of how these factors relate to post-training

progression. The quantitative results are presented in Chapter 5 (Ahmed et al., 2024).

Qualitative data was analysed using thematic analysis. Interview transcripts were coded
inductively and deductively, guided by the research objectives and the trends emerging from the
quantitative findings. This approach allowed the qualitative phase to explain why technical
competence did not consistently lead to entrepreneurial or employment outcomes. The analysis
generated themes that clarified the statistical results and informed the presentation of findings in

Chapter 6 (Naeem et al., 2023).

Integration occurred during the interpretation stage, where insights from both phases were
compared and synthesised to produce a coherent account of learner progression. This integrated

analysis underpins the conclusions and recommendations presented in Chapter 7.

4.13 ELIMINATION OF BIAS

Several procedures were applied to minimise bias across the research process. In the quantitative
phase, the questionnaire was administered using standardised instructions to ensure consistency
and reduce interviewer influence. Items were phrased clearly and neutrally to avoid leading
responses, and the pilot study helped identify and correct questions that could introduce

ambiguity or misinterpretation.

In the qualitative phase, bias was mitigated through reflexive practice, where the researcher
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maintained awareness of personal assumptions and refrained from imposing interpretations on
participants’ accounts. Probing questions were used to seek clarification rather than direct
responses. Transcriptions were checked against audio recordings to ensure accuracy, and coding
followed systematic and transparent procedures to enhance dependability. These measures
strengthened the credibility and fairness of the findings presented in Chapters 5 and 6 (Muthanna
& Alduais, 2023).

4.14 ETHICAL CONSIDERATIONS

Ethical approval for the study was obtained from the relevant university research ethics
committee prior to the commencement of data collection (Ethics Clearance Reference Number:
HSSREC/00008125/2025). Participation in the study was voluntary, and all participants received
clear information regarding the purpose of the research, the procedures involved, and their right
to withdraw at any stage without penalty. Written informed consent was obtained before

participation.

Confidentiality and anonymity were maintained throughout the research process. Identifying
information was removed from completed questionnaires, interview transcripts, and electronic
datasets. Participants were assigned unique codes to protect their identities. All data were securely
stored in password-protected digital files accessible only to the researcher. Audio recordings of
interviews were handled with strict confidentiality and deleted after transcription and verification

were completed.

The study was conducted in accordance with recognised ethical principles of respect for persons,
beneficence, and justice. Care was taken to minimise any potential discomfort or risk to
participants. Findings are reported in aggregated form to ensure that individual participants or

organisations cannot be identified.

4.15 CHAPTER SUMMARY

This chapter outlined the methodological approach used to investigate the effectiveness of
AgriSETA agricultural learnerships in supporting entrepreneurial growth. The study was
grounded in a pragmatic paradigm, drawing on both positivist and interpretivist assumptions to
support the sequential explanatory mixed-methods design. The quantitative phase provided

measurable evidence of technical competence, entrepreneurial capability, digital readiness, and
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structural constraints. In contrast, the qualitative phase offered contextual explanations for these

patterns through interviews with facilitators, employers, and AgriSETA officials.

The chapter detailed the study population, sampling strategies, data collection instruments, and
pilot testing procedures, followed by an explanation of how the research instruments were
administered. Procedures to ensure reliability, validity, and the elimination of bias were also
presented. Quantitative data was analysed using descriptive and inferential techniques, while
qualitative data were examined through thematic analysis (Ahmed et al., 2025). Ethical
considerations were addressed throughout, ensuring that the study met institutional standards for

responsible research.

These methodological choices established a rigorous foundation for the findings reported in

Chapters 5 and 6, supporting the integrated interpretation presented in Chapter 7.
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CHAPTER 5: QUANTITATIVE DATA ANALYSIS AND RESULTS

5.1 INTRODUCTION

This chapter presents the quantitative findings of the study in an objective, results-only format.
Tables and figures are reported first, and interpretation is deferred to Chapter 7. The analyses
proceed sequentially from descriptive statistics to inferential models, addressing the research
objectives empirically. The dataset comprises N =230 valid responses. All Likert-type items were
coded on a 1-5 scale, where higher values reflect more favourable evaluations. The only multi-
item construct is the curriculum index, which is assessed for internal consistency using
Cronbach’s alpha. In contrast, single-item indicators are presented descriptively without

reliability estimation (Edelsbrunner et al., 2025).

All tests were conducted at a two-tailed a = .05, the conventional threshold for social science
research (Kang, 2021). Effect sizes accompany all results: r for correlations, 1 or ®? for ANOVA,
standardised B for linear regression, and odds ratios (OR) with 95% confidence intervals for
logistic regression. Model assumptions were verified through residual diagnostics,
multicollinearity checks, and calibration tests, with robust or non-parametric alternatives applied

as sensitivity analyses where necessary (Kroes & Finley, 2023).

Categorical variables are reported as frequencies and %ages, and scale variables are reported as
means and standard deviations, rounded to two decimal places. Each figure is paired with its
corresponding table and referenced in sequence. P-values are presented to three decimals, or as p

<.001.

The quantitative analyses presented here aim to empirically assess the relationships between
trainee competencies, curriculum relevance, and entrepreneurial outcomes within AgriSETA
learnerships. This structure ensures methodological transparency while maintaining interpretive
neutrality, with discussion reserved for the subsequent chapters. While this chapter presents the
quantitative patterns that emerged from the survey data, these results also raise questions about

the underlying conditions shaping learners’ outcomes, which are explored further in Chapter 6.
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5.2 PRESENTATION OF RESULTS: DEMOGRAPHICS

This section presents the demographic profile of survey respondents to provide contextual
grounding for subsequent inferential analyses. Demographic variables are reported descriptively
because they characterise the study population and are later utilised as grouping or control
variables in regression and comparative analyses. The reporting focuses on clarity and parsimony

by consolidating demographic indicators into a single integrated table.

The sample consists primarily of young participants, with the majority falling into the 18-25
(47.6%) and 26-35 (42.2%) age categories. Participants aged 35 and above constitute a relatively
small proportion (10%), indicating that the learnership programmes largely attract youth and
early-career individuals. This demographic pattern is consistent with national skills development

priorities that emphasise youth participation in vocational and agricultural training initiatives.

In terms of gender composition, females represent a substantial majority (70.7%) of respondents,
while males account for 29.3%. This distribution aligns with broader participation trends in the
post-school education and training system, where female enrolment in vocational programmes

has increased over time.

Regarding educational attainment, more than half of respondents (51.5%) hold a diploma or
certificate, while 45.9% hold a matric qualification. Only a small proportion (2.6%) reports
holding a bachelor’s degree. This educational profile reflects the intended target population of
learnership programmes, which primarily recruit matriculated youth seeking vocational pathways
aligned with National Qualifications Framework levels associated with entry-level occupational

training.

Geographically, the sample is predominantly rural (89.1%), with a smaller proportion residing in
urban areas (10.9%). This distribution is consistent with the spatial concentration of agricultural
training interventions in rural communities characterised by limited formal employment
opportunities. The demographic characteristics presented here provide an essential contextual
baseline for interpreting the subsequent analyses of training experiences, competency

development, and entrepreneurial outcomes.
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Table 1: Demographic Profile of Respondents (N = 230)

Variable Category Frequency Percentage (%)
Age 18-25 109 47.6
26-35 97 42.2
36-45 19 8.3
46-55 4 1.7
Missing 1 0.4
Gender Female 162 70.7
Male 67 293
Missing 1 0.4
Education Level Diploma/Certificate 118 51.5
Matric 105 45.9
Bachelor’s degree 6 2.6
Missing 1 0.4
Region Rural 204 89.1
Urban 25 10.9
Missing 1 0.4

5.3 MEASUREMENT RELIABILITY AND VALIDITY

This section evaluates the reliability and validity of the quantitative measures used in the study
to ensure that the constructs employed in subsequent inferential analyses are empirically coherent
and methodologically sound. Reliability testing was undertaken prior to inferential modelling in
order to minimise the influence of measurement error on statistical estimates, a standard

requirement in survey-based research (Hays et al., 2021).

All survey items were measured on five-point Likert scales ranging from low to high agreement

or evaluation. Because the majority of constructs in the study were operationalised using single-
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item indicators, internal consistency testing was applied only to composite indices derived from
multiple items. Reliability analyses were conducted using listwise deletion for the relevant scale
items, while subsequent descriptive and inferential analyses employed pairwise deletion in order

to maximise the use of available data.

The principal multi-item construct was the curriculum index, which combines three dimensions
of training experience: perceived training quality, curriculum relevance, and exposure to digital
and climate-smart agricultural practices. In addition, a two-item skills index was constructed to
assess the coherence between technical agricultural competencies and business-related
competencies. Given the limited number of items, reliability for this index was assessed using
inter-item correlation and the Spearman-Brown coefficient, approaches commonly used in

exploratory applied research settings (Ellis, 2023).

Interpretation of reliability and validity implications is presented in Chapter 7, while this section

focuses on reporting the statistical properties of the measures.

5.3.1 Reliability Analysis

Internal consistency testing was conducted to assess the reliability of the composite measures.
The curriculum index produced a Cronbach’s alpha coefficient of 0.674 based on 230 valid
listwise observations. Although slightly below the conventional benchmark of 0.70, this value is
considered acceptable in exploratory social science research, particularly when indices combine

conceptually related but distinct dimensions of programme experience (Adeniran, 2025).

Item-level diagnostics indicate that each component contributes meaningfully to the overall
construct. Removal of any individual item does not substantially improve the reliability

coefficient, supporting retention of the full index for subsequent analyses.

The two-item skills index yielded a Pearson inter-item correlation of 0.562 and a Spearman-
Brown reliability coefficient of 0.720, suggesting moderate internal coherence between technical
and business competency indicators. These statistics should be interpreted cautiously, given the
low item count, but they provide supportive evidence of consistency in reported competency

development.
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Table 2: Reliability Statistics for Composite Measures

Scale Reliability Coefficient N
Curriculum index (3 items) Cronbach’s a.=0.674 230
Skills index (2 items) Spearman-Brown a = 0.720 230

Table 3: Curriculum Index Item Diagnostics

Item Item—Total Correlation Alpha if Deleted
Training quality 0.430 0.660
Curriculum relevance 0.640 0.392
Digital and climate-smart practices - -

(All items coded 1-5; higher values indicate more favourable evaluations.)

5.3.2 Validity Assessment

Instrument validity was assessed using complementary procedures appropriate for exploratory
survey research. Content and face validity were established during instrument development
through expert review and pilot testing to ensure that questionnaire items adequately represented
dimensions of agricultural training experience and entrepreneurial capability (Lambert &

Newman, 2022).

Construct validity was evaluated pragmatically by examining expected statistical relationships
among variables. The measures theoretically related showed positive, statistically significant
correlations in subsequent analyses, supporting convergent validity. At the same time, the
absence of excessively high intercorrelations suggested that the indicators captured distinct
aspects of programme experience, indicating acceptable discriminant adequacy (Cheung et al.,

2024).

Additional evidence of validity was obtained through group-comparison analyses. Selected

variables demonstrated statistically significant differences across educational and institutional
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categories in line with theoretical expectations regarding skill acquisition and training exposure.

Such patterns provide criterion-related support for the measures' sensitivity.

Advanced validation procedures, including confirmatory factor analysis and measurement
invariance testing, were not conducted because single-item indicators represented most
constructs. Within the context of an exploratory case-study design, the observed correlation
structure and known-group differences provide sufficient evidence that the measures functioned

appropriately for subsequent regression modelling.

5.4 DESCRIPTIVE ANALYSIS OF KEY CONSTRUCTS

This section presents descriptive statistics for the main variables of interest, forming the basis for
subsequent inferential analyses. The purpose is to summarise patterns of responses and provide

an empirical overview of participant perceptions across the study’s core constructs.

Descriptive analysis is appropriate for this stage because it enables the identification of central
tendencies, variability, and distributional patterns before testing hypotheses. These statistics
support Objective 1 to Objective 4, which relate to perceptions of training quality, curriculum

relevance, entrepreneurial confidence, and business start-up outcomes.

All continuous variables were measured on a 1-5 Likert scale, coded such that higher scores
indicate more favourable evaluations. Means and standard deviations are reported, alongside

sample size (n). Figures display bars with means and standard deviation error bars.

Categorical outcomes, such as business start-up status, are reported as frequencies and %ages.
Descriptive results are interpreted in terms of magnitude only, with statistical comparisons and

explanatory links deferred to Section 5.5 and Chapter 7.
Where applicable, benchmark references from comparable South African or SETA-based studies

are included in the discussion chapters, rather than here, to maintain the results-only integrity of

this section.
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5.4.1 OBJECTIVE 1: ASSESS PERCEIVED QUALITY AND RELEVANCE OF THE
AGRISETA LEARNERSHIP FOR AGRICULTURAL ENTREPRENEURSHIP.

5.4.1.1 Training Quality

Figure 6 illustrates the descriptive statistics for respondents’ perceptions of training quality. This
variable assesses the perceived effectiveness, organisation, and delivery of the AgriSETA

learnership training.

Results indicate that respondents rated training quality highly, with a mean score of 4.57 (SD =
0.73, n = 230). The distribution is positively skewed, suggesting consistently favourable
evaluations. Figure 6 displays the mean with standard deviation bars, with each bar labelled by

its sample size and mean.

High scores on training quality indicate that participants viewed the instructional process,
facilitation, and assessment mechanisms as effective. These results are consistent with prior
evaluations of SETA learnerships, where training quality has been identified as a key contributor

to trainee satisfaction and post-training confidence (SASSETA, 2025).
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Figure 6: Mean Score for Training Quality
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5.4.1.2 Curriculum Relevance

Figure 7 illustrates the descriptive statistics for respondents’ perceptions of curriculum relevance.

This variable captures the perceived alignment between the learnership curriculum and the

demands of the agricultural sector.

Respondents reported moderately high ratings, with a mean score of 4.29 (SD = 0.82, n = 230).
This pattern suggests that most participants viewed the curriculum as relevant to workplace
requirements, although slightly less favourably than overall training quality. Figure 7 illustrates

the distribution with mean bars and standard deviation indicators.

These descriptive results provide an empirical baseline for later inferential analysis exploring the
relationship between curriculum relevance and entrepreneurial outcomes (Section 5.5).
Comparable studies in the South African TVET and agricultural sectors have similarly reported
moderate to high perceptions of significance, reflecting a partial alignment between training

content and market needs (Sephokgole et al., 2021).
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Figure 7: Mean Score for Curriculum Relevance
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5.4.2 OBJECTIVE 2: EVALUATE GAINS IN TECHNICAL AND BUSINESS SKILLS
THAT SUPPORT SELF-EMPLOYMENT AND ENTERPRISE GROWTH.

5.4.1.3 Technical Skills

Figure 8 illustrates the descriptive statistics for respondents’ ratings of their technical agricultural
skills. This variable reflects respondents’ perceived mastery of sector-specific competencies

acquired through the AgriSETA learnership.

Respondents reported high levels of confidence in their technical skills, with a mean score of 4.48
(SD =0.82, n=230). The consistently high ratings suggest that the training effectively enhanced
trainees’ capacity in applied agricultural practices. Figure 8 depicts the mean with an error bar

representing one standard deviation, labelled with n and mean.

These results align with empirical findings that practical, hands-on training has a strong influence
on trainee competence in vocational and agricultural education (Njati & Lideke, 2022). Such
skills are considered crucial for promoting self-employment and productivity in small-scale farm

enterprises (Maiga et al., 2020).
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Figure 8: Mean Score for Technical Agricultural Skills

5.4.1.4 General Business Competencies

Figure 9 illustrates the descriptive statistics for respondents’ general business competencies. This
variable measures the respondents’ self-reported ability to apply financial, managerial, and

administrative skills acquired during the AgriSETA learnership.
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Respondents reported strong business competency ratings, with a mean score of 4.25 (SD = 0.97,
n = 230). These results indicate a generally positive perception of the learnership’s effectiveness
in developing entrepreneurial management capabilities. Figure 9 displays the mean value with

standard deviation error bars, labelled with 'n' and 'mean' for clarity.

The findings are consistent with national evaluations of SETA programmes, which have reported
that while participants often gain strong technical knowledge, business management

competencies remain a critical determinant of long-term entrepreneurial sustainability
(SASSETA, 2025).
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Figure 9: Mean Score for General Business Competencies

5.4.2 OBJECTIVE 3: EXAMINE RESPONSIVENESS TO EMERGING TRENDS,

INCLUDING DIGITALISATION, INNOVATION, COLLABORATION, AND
CLIMATE-SMART PRACTICES.

5.4.2.1 Digital and Climate-Smart Practices

Figure 10 illustrates the descriptive statistics for respondents’ perceptions of digital and climate-
smart practices. This construct assesses how well the AgriSETA learnership integrated

technology use, innovation, and environmentally sustainable agricultural methods.

Respondents reported moderate to high perceptions of exposure to digital and climate-smart
practices, with a mean score of 3.81 (SD = 1.10, n = 230). This rating is lower than those for

training quality and curriculum relevance, suggesting variability in perceived exposure across
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participants. Figure 10 displays the mean score with standard deviation error bars, labelled with

n and mean values.

These results are broadly consistent with national findings that digitalisation and sustainability
components remain underrepresented in South Africa’s vocational and agricultural training
programmes (HSRC, 2025). Descriptive analysis at this stage highlights the relative weakness of
digital integration, which is explored further in the inferential analysis (Section 5.5) and
interpreted in Chapter 7.
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Figure 10: Mean Score for Digital and Climate-Smart Practices

5.4.2.2 Entrepreneurial Confidence

Figure 11 illustrates the descriptive statistics for respondents’ entrepreneurial confidence. This
construct reflects participants’ self-assessed confidence in initiating and sustaining

entrepreneurial activities after completing the AgriSETA learnership.

Respondents reported generally positive levels of confidence, with a mean score of 4.41 (SD =
0.93, n = 230). The data suggest that participants felt capable of applying their acquired skills in
business or self-employment contexts. Figure 11 illustrates the mean value with standard

deviation error bars, annotated with 'n' and the mean.

These findings align with prior studies that highlight the role of confidence as a mediating factor
between training participation and entrepreneurial behaviour (Wu et al., 2022). While descriptive
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in nature, these results lay a foundation for inferential testing in Section 5.5 and provide a basis

for further theoretical integration in Chapter 7.
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Figure 11: Mean Score for Entrepreneurial Confidence

5.4.2.3 Collaboration

Figure 12 illustrates the descriptive statistics for respondents’ perceptions of collaboration. This
construct assesses respondents' perceptions of teamwork, peer support, and knowledge sharing

during the learnership.

The results indicate that respondents reported favourable collaboration experiences, with a mean
score of 3.81 (SD = 0.81, n = 230). This suggests that participants viewed the learning
environment as cooperative and conducive to knowledge exchange. Figure 12 displays the mean

value with a standard deviation error bar and labels for n and mean.

Such collaborative experiences are considered essential for strengthening entrepreneurial
networks and peer learning in vocational education contexts (Kolho et al., 2022). These
descriptive outcomes provide empirical context for later inferential tests on the relationship

between collaboration and entrepreneurial outcomes in Section 5.5.
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Figure 12: Mean Score for Collaboration

543 OBJECTIVE 4: DETERMINE LINKS BETWEEN PROGRAMME
PARTICIPATION AND ENTREPRENEURIAL OUTCOMES, ESPECIALLY
START-UP AND SUSTAINABILITY, IN THE EASTERN CAPE PROVINCE.

5.4.3.1 Start-Up Participation

Figure 13 illustrates the distribution of respondents who reported having started a business since

completing the AgriSETA learnership. This variable represents a key measure of entrepreneurial

outcome.

Results show that 32 respondents (14%) reported having started a business after completing their
training, while 198 (86%) had not. These figures are drawn directly from categorical frequency

counts in the dataset (N = 230). Figure 13 displays these proportions with labelled %ages.

While the results indicate that a modest proportion of participants transitioned into
entrepreneurial activity, they align with national findings that show South Africa’s TVET and
SETA graduates typically face structural and financial barriers to business start-ups (Tondi,
2023). These findings form the basis for inferential testing of start-up predictors in Section 5.5.4

and interpretation in Chapter 7.
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Figure 13: Start-Up Participation Status

5.4.3.2 Time to Start Business

This subsection examines the timing of entrepreneurial entry among respondents who reported
initiating agricultural business activities after completing an AgriSETA learnership. The analysis
further explores programme participation characteristics and cohort timing to provide deeper

insight into factors associated with the entrepreneurial transition.

e Timing of Entrepreneurial Entry

Figure 14 illustrates the distribution of time taken to start a business among respondents who
reported entrepreneurial activity (n = 32). The results indicate that entrepreneurial transition
occurred relatively rapidly for a substantial proportion of beneficiaries. Nearly half of the
business starters (43.8%) reported initiating their enterprises immediately after completing the
learnership. A further 28.1% started within 6 months, while smaller proportions reported starting
within 1 year (6.2%) or after more than 1 year (6.2%).

These findings suggest that participation in learnership programmes may facilitate early
entrepreneurial activation for some beneficiaries. However, the presence of delayed entry
indicates that additional contextual factors, such as access to finance, land, or market

opportunities, may influence the timing of enterprise initiation.
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Figure 14: Time to Start a Business After Training

e Programme Type Completed by Business Starters

To deepen the descriptive analysis, programme participation patterns among business starters
were examined. Figure 15 illustrates that half of the respondents who initiated businesses had
participated in livestock farming learnerships (50.0%). Crop production programmes accounted
for 15.6% of business starters, while only 3.1% had participated in agricultural business

management learnerships. A further 31.2% reported participation in other agricultural training

streams.

This distribution suggests that production-oriented learnerships may provide practical exposure
that facilitates earlier entrepreneurial engagement. However, the relatively low representation of

agribusiness programme participants among business starters warrants further investigation.
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Figure 15: Programme Type Distribution Among Business Starters
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e Timing of Programme Participation

Further analysis was conducted to determine whether entrepreneurial entry varied by the year
respondents completed their learnerships. As shown in Figure 16, the majority of business starters
(62.5%) had participated in learnership programmes during 2025, followed by 34.4% in 2024 and
only 3.1% in 2023.

These results suggest that more recent programme participation is associated with higher reported
rates of entrepreneurial initiation. This pattern may reflect recency effects related to skill
retention, access to programme networks, or ongoing institutional support during the transition

phase.
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Figure 16: Programme Year Distribution Among Business Starters

e Comparison Between Business Starters and Non-Starters

Descriptive comparisons were also conducted between respondents who started businesses (n =
32) and those who did not (n = 197). Table 15 indicates that both groups reported similarly high
levels of perceived technical agricultural skill development. However, business starters reported
slightly higher mean scores for collaboration effectiveness and digital practice exposure,
suggesting that relational and innovation-oriented competencies may influence entrepreneurial

activation.

157



Interestingly, non-starters reported marginally higher average ratings for technical skill
acquisition and general business competency development, indicating that competence

acquisition alone may not be sufficient to trigger entrepreneurial behaviour.
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Figure 17: Mean Comparison Graph Between Starters and Non-Starters

The findings demonstrate that entrepreneurial participation following AgriSETA learnerships is
influenced by a combination of timing, programme orientation, and competency exposure. Early
business initiation is common among a substantial share of beneficiaries, particularly those who
recently completed production-focused programmes. However, the relatively small proportion of
overall respondents who reported starting businesses highlights the continued presence of

structural and contextual constraints affecting entrepreneurial transition.

These descriptive patterns provide an empirical foundation for the inferential analyses presented
in Section 5.5, which examine in greater depth the statistical relationships among training

experiences, competency development, and entrepreneurial outcomes.

5.5 INFERENTIAL ANALYSIS

This section presents the inferential statistical results that test the relationships among the key
variables of the study and assess differences across participant groups. The analyses address
Research Objectives 1 to 4, which collectively examine how training quality, curriculum

relevance, skill acquisition, and contextual factors relate to entrepreneurial outcomes.
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Inferential procedures include bivariate correlation, analysis of variance (ANOVA), binary
logistic regression, and chi-square association tests, each selected to match the level of
measurement and nature of the research questions. All statistical tests are two-tailed and

conducted at a significance level of a = .05, following social science research conventions.

Correlation analysis (Section 5.5.1) examines the strength and direction of linear relationships
among the constructs. ANOVA (Section 5.5.2) tests mean differences in key variables across
demographic groups such as gender and education level. Regression analysis (Section 5.5.3)
examines the predictive effects of programme constructs on business start-up outcomes, while
categorical associations (Section 5.5.4) evaluate the relationships between start-up status and

demographic characteristics.

To ensure robustness, model assumptions were tested for normality, multicollinearity, and
goodness of fit, with non-parametric alternatives considered where relevant. Effect sizes
accompany significant results, and findings are reported with corresponding tables and figures.
Interpretation of meaning and theoretical implications is deferred to Chapter 7, consistent with

the results-only presentation format required in this chapter.

5.5.1 Correlation Analysis

This section examines the relationships among the principal study constructs using Pearson’s
product-moment correlation coefficient (r). Correlation analysis serves as an exploratory
procedure to assess the strength and direction of linear associations among training experiences,
competency development outcomes, and entrepreneurial orientation prior to regression

modelling.

Most constructs in this study were measured using five-point Likert-scale items capturing
respondents’ perceptions of training quality, curriculum relevance, skill development,
collaboration effectiveness, exposure to digital and climate-smart practices, and entrepreneurial
confidence. Although Likert-type responses are ordinal in a strict measurement sense, they are
widely treated as approximating interval-level measurement in applied social science research

where scale distributions are reasonably symmetric and sample sizes are adequate (Huh & Gim,
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2025). This assumption allows the use of parametric statistics such as Pearson correlation, which

provides a sensitive estimate of linear association.

Accordingly, the following variables were treated as continuous measures for correlation
analysis:

e Training quality

e Curriculum relevance

e Technical agricultural skills

e General business competencies

e Collaboration

o Entrepreneurial confidence

o Digital and climate-smart practices

In contrast, several variables in the dataset were categorical, including gender, education level,
region of residence, programme participation year, programme type, and entrepreneurial start-up
status. These variables were excluded from the Pearson correlation analysis and were analysed
using appropriate techniques, such as cross-tabulation, group mean comparisons, and logistic

regression, in subsequent sections.

Pearson correlation coefficients range from —1.0 to +1.0, where values closer to +1.0 indicate
stronger positive linear relationships. Following Cohen’s (1988) conventions, coefficients were
interpreted as small (r = .10-.29), moderate (r = .30—.49), and strong (r > .50). Statistical

significance was evaluated at p <.05.

The results indicate generally moderate to strong positive relationships among key learning
variables. Training quality shows strong positive correlations with curriculum relevance (r=0.63,
p < 0.01), technical skill development (r = 0.59, p < 0.01), and entrepreneurial confidence (r =
0.55,p<0.01). Business competencies are also positively associated with collaboration (r=0.48,

p <0.01) and entrepreneurial confidence (r = 0.49, p <0.01).

These patterns suggest that respondents who reported higher quality training experiences also

tended to report stronger skill acquisition and greater confidence in pursuing entrepreneurial
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activities. The observed associations provide an empirical basis for the multivariate regression

analyses presented in Section 5.5.3.

To support visual interpretation of the strength and clustering of relationships among variables, a

correlation heatmap is presented below.
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Figure 18: Correlation Heatmap for Key Constructs

The heatmap illustrates the concentration of moderate-to-strong positive relationships across
learning-related constructs, with the most pronounced associations occurring between training
quality, curriculum relevance, and technical skill development. Entrepreneurial confidence also

shows consistent positive linkages with most training and competency variables.
The correlation analysis provides preliminary evidence of interconnected learning outcomes

within the AgriSETA learnership context. Interpretation of these findings and their implications

for programme effectiveness are presented in Chapter 7.
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5.5.2 Analysis of Variance (ANOVA)

A one-way Analysis of Variance (ANOVA) was conducted to examine whether respondents’
perceptions of key constructs differed significantly across demographic variables, including
gender, education level, and employment status. This test is appropriate for comparing mean
differences across three or more independent groups where the dependent variables are

continuous and approximately normally distributed.

Assumptions of normality and homogeneity of variance were verified through Shapiro-Wilk and

Levene’s tests, confirming suitability for ANOVA (p >.05).

Table 17 presents the ANOVA results for each construct. The analysis revealed no statistically
significant differences (p > .05) in training quality, curriculum relevance, or collaboration across
gender and education levels. However, significant mean differences were observed for digital and
climate-smart practices (F(2, 227) = 4.21, p = .017), suggesting that educational attainment

influenced respondents’ exposure to these practices.
No other constructs showed significant group differences, indicating consistent perceptions

across participant demographics. All tests were conducted at a significance level of a = .05, two-

tailed.
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Figure 19: Mean Differences in Digital and Climate-Smart Practices by Education Level
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These findings indicate that participants’ perceptions were generally uniform across
demographics, except for exposure to digital and climate-smart content. This section reports the

empirical differences only; interpretive discussion appears in Chapter 7.

5.5.3 Regression Analysis

A binary logistic regression was conducted to examine the predictive influence of selected
independent variables on the likelihood of start-up participation (1 = Started a business, 0 = Did
not start). The model tested whether participants’ perceptions of training quality, curriculum
relevance, skill acquisition, collaboration, and entrepreneurial confidence predicted the

probability of business creation following the AgriSETA learnership.

Preliminary tests confirmed no violation of multicollinearity (VIF < 2.0; tolerance> 0.50),
indicating adequate independence among the predictors. The Hosmer-Lemeshow test showed
good model fit (> = 6.42, df = 8§, p = .60). The overall model was statistically significant, }*(6) =
24.18, p <.001, correctly classifying 82.6% of cases.

Nagelkerke R? = 0.26, Cox & Snell R? = 0.18. Overall model ¥*(6) = 24.18, p < .001, correctly
classifying 82.6% of respondents.
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Figure 20: Standardised Coefficients with 95% Confidence Intervals

163



The regression analysis examines relationships between competency development, contextual
constraints, and self-reported entrepreneurial outcomes. These findings should therefore be
interpreted with caution, as outcome measures are based on participant reporting rather than
independently verified enterprise performance indicators. The analysis is thus positioned as
identifying associative patterns within a specific structural context rather than establishing

definitive causal effects.

The results show that training quality (p = 0.020), technical skills (p = 0.017), and entrepreneurial
confidence (p = 0.007) were statistically significant predictors of participation in start-ups. The
corresponding odds ratios indicate that for each one-unit increase in perceived training quality,
the likelihood of starting a business increased by approximately 32%, holding other variables
constant. Non-significant predictors included curriculum relevance, business competencies, and

collaboration.

These results confirm that entrepreneurial readiness was most influenced by factors directly tied
to perceived learning quality and personal confidence. The interpretation and theoretical
integration of these findings are deferred to Chapter 7. The limited predictive strength observed
in the regression analysis suggests that factors beyond individual competence are influencing

progression, which underscores the need for qualitative exploration in the following chapter.

5.5.4 Associations between Start-Up and Categorical Factors

The Chi-square test of independence (y*) was employed to determine whether there were
statistically significant associations between start-up participation and key categorical
demographic variables: gender, education level, and employment status. This non-parametric test

is suitable for exploring relationships between nominal variables (Deshmukh, 2024).

All expected cell frequencies exceeded five, satisfying Chi-square assumptions.

Table 19 summarises the results. The findings indicate that there was no statistically significant

association between start-up status and gender (%*(1, N = 230) = 1.21, p = .271) or employment
status (x*(1, N =230) =2.34, p =.126).
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However, a significant association was found between start-up status and education level (%*(2,
N =230) = 6.87, p = .032), suggesting that participants with higher qualifications were more

likely to have started a business.

These results suggest that education level is a key differentiator in entrepreneurial engagement
following participation in learnership. No other demographic characteristic demonstrated a
significant relationship with business start-up. The inferential evidence thus complements the
regression findings reported in Section 5.5.3. Interpretation and implications for policy and theory

are discussed in Chapter 7.

5.6 CHAPTER SUMMARY

This chapter presents the quantitative results derived from survey data collected among
participants in the AgriSETA learnership programme in the Eastern Cape Province. The analysis
followed a structured approach, beginning with reliability testing and demographic profiling,
progressing to descriptive summaries, and culminating in inferential analyses aligned with the

study’s four research objectives.

Descriptive analysis revealed generally favourable perceptions across the constructs of training
quality, curriculum relevance, technical and business competencies, collaboration, and
entrepreneurial confidence, with slightly lower ratings observed for digital and climate-smart
practices. Approximately 13.9% of respondents reported starting a business after completing the

learnership, with most doing so within the first year of graduation.

Inferential analysis further substantiated these findings. Correlation analysis demonstrated
moderate to strong positive relationships among the constructs, particularly between training
quality, curriculum relevance, and entrepreneurial confidence. ANOVA results indicated no
significant demographic differences across most constructs, except for digital and climate-smart
practices, where education level had a significant influence on perceptions of these practices.
Logistic regression identified training quality, technical skills, and entrepreneurial confidence as
statistically significant predictors of business start-up. Chi-square tests revealed a significant

association between education level and start-up status, but not for gender or employment status.
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Overall, the quantitative results demonstrate that the AgriSETA learnership effectively developed
participants’ technical and business skills while partially integrating innovation-related
components. The chapter provided a comprehensive empirical foundation for subsequent
qualitative analysis, which is presented in Chapter 6, to enrich and contextualise these statistical
findings. The quantitative results demonstrate that the AgriSETA learnership effectively
developed participants’ technical and business skills while partially integrating innovation-
related components. The chapter provided a comprehensive empirical foundation for subsequent
qualitative analysis, which is presented in Chapter 6, to enrich and contextualise these statistical

findings.
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CHAPTER 6: QUALITATIVE DATA ANALYSIS AND RESULTS

6.1 INTRODUCTION

This chapter presents the qualitative findings from interviews with AgriSETA officials, training
facilitators, and host employers who were directly involved in the implementation and
supervision of learnership programmes. In contrast to Chapter 5, which examined trainees'
perspectives through survey data, this section reflects the supply-side view of learnerships.
Stakeholders provided insight into how these programmes are designed, delivered, and

monitored, as well as the systemic barriers that influence their effectiveness.

The decision to focus the qualitative strand on institutional voices was intentional. It enables a
deeper exploration of the organisational, policy, and structural dynamics that shape programme
implementation, aligning with calls in the literature to situate vocational education within its
institutional context (McGrath & Yamada, 2023). At the same time, this focus presents
limitations, since it reflects institutional perceptions rather than the lived experiences of trainees.
This distinction is important for interpretation and will be addressed through triangulation with

the survey findings in Chapter 7.

The analysis is organised around the study’s objectives and thematic categories: skills and
competencies (technical, entrepreneurial, soft, and digital); systemic constraints and barriers;
institutional context and support; curriculum relevance and digitalisation; partnerships and
collaboration; and market absorption and sustainability. Verbatim quotations are included to

illustrate stakeholder perspectives and provide authenticity to the analysis.

The qualitative findings are interpreted through the theoretical frameworks outlined earlier in this
thesis, including Institutional Theory (Bhattacharyya et al., 2021), the Resource-Based View
(Petiate et al., 2024), the Functional Theory of Value (Nickerson, 2024), and the Unified Theory
of Acceptance and Use of Technology (UTAUT) (Ayaz & Yanartas, 2020). The qualitative phase,
therefore, provides the contextual depth necessary to interpret the quantitative patterns reported
in Chapter 5, particularly where numerical trends reveal gaps, constraints, or unexplained

variation.
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6.2 SAMPLE DESCRIPTION

The qualitative component comprised twelve semi-structured interviews conducted with
purposively selected stakeholders involved in the implementation of AgriSETA learnership
programmes. The participants included one training facilitator involved in learnership delivery,
five AgriSETA officials responsible for programme oversight and coordination, and six host
employers or workplace supervisors responsible for engaging trainees in practical learning
environments. This distribution ensured that perspectives were captured across the key
institutional levels influencing programme effectiveness, including curriculum delivery, policy

and administrative coordination, and workplace implementation contexts.

6.3 DATA COLLECTION PROCEDURE

Interviews were conducted in a confidential setting and followed the interview schedule provided.
Each interview lasted between 45 and 75 minutes. All interviews were audio-recorded with
consent, transcribed verbatim, and checked for accuracy before analysis. Field notes were used

to clarify context and capture reflections on tone and emphasis.

6.4 TRUSTWORTHINESS OF THE QUALITATIVE FINDINGS

The trustworthiness of the qualitative findings was supported through the criteria of credibility,
dependability, confirmability, and transferability (Thorne et al., 2020). Credibility was
strengthened through repeated transcript review and the use of verbatim quotations to ensure that
interpretations accurately reflected participants’ perspectives. Dependability was maintained

through a documented coding trail and consistent analytical procedures.

Confirmability was supported by maintaining an audit trail in NVivo, which enabled themes to
be traced back to their original statements. Transferability was enhanced by providing
descriptions of institutional roles, programme delivery settings, and organisational contexts,

allowing readers to assess the applicability of the findings to other settings (Tariq, 2025).
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6.5 CODING AND ANALYSIS

Transcripts were analysed iteratively. Initial open coding identified recurring patterns in how
participants described skills, constraints, and institutional dynamics. Codes were refined into
focused codes that captured shared meanings, which were then grouped to form the final themes
reported in this chapter. NVivo supported the organisation of codes, maintained a transparent

coding trail, and enabled comparison across participant categories.

6.6 DATA SATURATION

Data saturation was reached when no new thematic categories emerged from the interviews, and
subsequent transcripts reinforced patterns already identified. At this point, the thematic structure
demonstrated stability across participant accounts, indicating that sufficient depth had been
achieved to support the findings (Rahimi & Khatooni, 2024). By the twelfth interview, no new

insights were emerging.

6.7 METHODOLOGICAL TRIANGULATION

Methodological triangulation was built into the research design through the integration of
quantitative and qualitative strands. The qualitative findings presented in this chapter reflect
institutional perspectives, whereas the quantitative findings in Chapter 5 represent the
perspectives of trainees. The discussion and comparison of these strands will be presented in

Chapter 7 (Valencia, 2022).

6.8 EXPLANATORY SEQUENTIAL DESIGN POSITIONING

The study followed an explanatory sequential mixed-methods design, where the qualitative phase
was conducted after the quantitative survey. The purpose of this sequence was to provide context
and depth to the statistical patterns identified earlier. The interpretation and integration of these

strands will be presented in Chapter 7 (Toyon, 2021).
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6.9 OBJECTIVE I: SKILLS AND COMPETENCIES

A key objective of this study was to assess the impact of AgriSETA learnerships on the
development of entrepreneurial skills and competencies. Stakeholders consistently emphasised
four domains: technical skills, business competencies, soft skills, and digital skills. The literature
has identified these domains as interdependent and essential for entrepreneurial readiness,
particularly in agriculture, where technical and managerial capacities are required (AgriSETA,

2025).

While respondents praised the technical training as relatively strong, they noted persistent gaps
in the other three areas. The following subsections discuss each domain, integrating verbatim

extracts from participants and situating these within the study’s theoretical framework.

6.9.1 Technical Skills

Stakeholders consistently identified technical training as the most developed component of
AgriSETA learnership programmes. Participants at all institutional levels reported that trainees
acquired practical competencies in core agricultural production activities, including crop
cultivation, livestock management, and basic agribusiness operations. These competencies were
viewed as directly transferable to workplace contexts and were widely regarded as the primary
strength of the learnership model. This finding aligns with prior research demonstrating that
vocational training in agriculture tends to yield immediate gains in operational skills due to its

experiential, workplace-based structure (Rabie & Cornelissen, 2023).

An AgriSETA executive highlighted the breadth of exposure across agricultural subsectors:
“Well, we have got different commodities... 11 subsectors... crop production...
tobacco, plants... so that when you come out you know you can run with your hands

what you have learned.” (Participant 1, AgriSETA)

Similarly, service providers emphasised the workplace orientation of technical learning:
“It is the technical skills; the actual practical skills taught at the workplace.”
(Participant 4, AgriSETA)

At the institutional level, training administrators confirmed that employers often regard technical
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competence as a foundational capability that enables graduates to enter agricultural employment
or initiate small-scale production activities:
“The main skill so far has always been the core technical skill... a foundation that

employers can work with.” (Participant 6, Lovedale TVET College)

These perspectives reinforce the role of technical competence as a form of human capital that
enhances labour market readiness. From a Resource-Based View perspective, such competencies
constitute valuable and productive resources that can support enterprise performance when
combined with complementary managerial and strategic capabilities (Gerhart & Feng, 2021;
Yang et al., 2025). However, the findings also suggest that technical proficiency alone is

insufficient to guarantee a successful entrepreneurial transition.

Stakeholders reported significant variation in the quality and modernisation of technical training
across providers. Some training centres were described as lacking modern equipment or relying
on conventional production methods that did not reflect emerging agricultural technological
trends. In these contexts, technical learning was perceived to be driven primarily by compliance
with curriculum standards rather than by responsiveness to evolving sectoral demands.
Institutional theory provides a useful lens for interpreting this pattern, as training systems
operating under strong regulatory oversight may prioritise accreditation requirements and

programme completion rates over adaptive innovation (Duarte & Vardasca, 2023).

While technical competencies were widely acknowledged as essential, respondents emphasised
that their contribution to entrepreneurial growth was constrained when not integrated with
business, digital, and strategic skills. Graduates were often able to perform production tasks
effectively but faced challenges in scaling operations, accessing markets, or managing financial
risks. This imbalance reflects a broader limitation in vocational training systems, where
operational skill acquisition may not automatically translate into enterprise sustainability

(AgriSETA, 2023).

The qualitative evidence indicates that AgriSETA learnerships are effective in developing
baseline technical agricultural competencies. However, the entrepreneurial value of these
competencies depends on their interaction with broader capability sets and enabling institutional

conditions. This insight complements the quantitative findings presented in Chapter 5, which
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showed strong perceived gains in technical skills alongside more modest entrepreneurial

progression outcomes.

6.9.2 Business Competencies

In contrast to the relatively positive assessments of technical training, stakeholders consistently
identified business competencies as a weakness in AgriSETA learnership programmes.
Participants reported that many graduates lacked the practical managerial capabilities required to
establish and sustain agricultural enterprises. These deficiencies were particularly evident in
financial planning, market analysis, record-keeping, and enterprise decision-making. Such
findings are consistent with broader evidence indicating that vocational training programmes
often prioritise occupational skill acquisition while under-emphasising the development of

entrepreneurial capabilities (Botha et al., 2023).

One AgriSETA official highlighted the absence of systematic mechanisms to monitor
entrepreneurial outcomes following programme completion:
“I think I answered this one with the number 8, to say there is no tracer study after the

learnerships.”(Participant 2, AgriSETA)

The lack of structured post-training tracking was perceived as limiting institutional learning about
programme effectiveness. Without longitudinal monitoring, training providers and policymakers
face challenges in assessing whether business-related competencies translate into sustained

entrepreneurial activity.

Stakeholders also emphasised the centrality of financial management skills. An executive
respondent noted that enterprise viability depends not only on production knowledge but also on
the ability to interpret market signals and manage financial risk:
“While you are looking at financial management, we are also going to look at the
researchers that keep you abreast with the changes... Financial management is

critical. ”(Participant 1, AgriSETA)

Service providers further explained that inadequate exposure to funding ecosystems and

enterprise development support constrained the transition from training to implementation:
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“The biggest challenge is funding. The transition from training to implementation
would be smoother if we could package the learnership programme to include

collaboration with various funding institutions.” (Participant 7, Vegado)

Similarly, programme managers described how the withdrawal of institutional support after
programme completion contributed to entrepreneurial discontinuity:
“The biggest challenge is the lack of funding. That is a serious problem... After the
programme, people often complain that things are too expensive and they are no longer
receiving support because they are out of the programme.” (Participant 8, Kamvelo

Trading)

These accounts suggest that business competency development cannot be understood solely in
terms of curriculum content. Rather, entrepreneurial capability is shaped by the interaction
between individual skills and broader resource access conditions. From a Functional Theory of
Value perspective, training programmes must generate both functional value, in the form of
usable business knowledge, and perceived value, reflected in participants’ confidence that such
knowledge will translate into tangible economic outcomes (Dehne & Groschner, 2023). Where
graduates perceive limited opportunity to mobilise financial or market resources, the motivational

impact of business training may be diminished.

Institutional constraints also emerged as a recurring theme. Respondents indicated that
programme structures often emphasised compliance with reporting requirements and completion
targets rather than adaptive entrepreneurial learning. This dynamic reflects institutional theory’s
proposition that organisational behaviour is frequently shaped by regulatory pressures and
normative expectations, which may inhibit innovation in programme design (Duarte & Vardasca,

2023).

The qualitative evidence indicates that business competencies represent a critical gap affecting
the entrepreneurial effectiveness of AgriSETA learnerships. While participants acknowledged
improvements in general awareness of enterprise concepts, they reported limited preparedness to
manage real-world business challenges. These insights complement the quantitative findings
presented in Chapter 5, which revealed relatively high self-reported technical competence but

more modest levels of entrepreneurial transition. Strengthening enterprise-focused training
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components, improving access to financial ecosystems, and introducing structured post-
programme support mechanisms may therefore be essential for enhancing long-term

entrepreneurial outcomes.

6.9.3 Soft Skills

Beyond technical and business competencies, stakeholders consistently emphasised the
importance of soft skills in shaping entrepreneurial outcomes among learnership graduates. These
included resilience, motivation, communication ability, self-discipline, and long-term
commitment. Participants indicated that such attributes were often decisive in determining
whether trainees could translate acquired skills into sustained entrepreneurial activity in the
agricultural sector. Existing research similarly identifies behavioural and psychological
competencies as critical determinants of entrepreneurial persistence, particularly in environments

characterised by uncertainty and resource constraints (Agholor et al., 2024).

Respondents noted that entrepreneurial success in agriculture requires sustained engagement
under physically demanding and financially uncertain conditions. One project manager explained
that intrinsic motivation and passion for farming frequently distinguished successful trainees
from those who exited the sector prematurely:
“They are effective, especially when the learnership finds someone genuinely interested
in agriculture and knows exactly what they want... They are successful, but it is about
finding someone truly passionate about what they are doing.”

(Participant 8, Kamvelo Trading)

Similarly, an AgriSETA official highlighted the demanding nature of agricultural work and the
need for emotional resilience:
“Farming is something else. You have to be hands-on... sometimes chasing cows,
injecting... If you do not have that passion, you are not going to survive.” (Participant

3, AgriSETA)

Training providers further emphasised the temporal dimension of agricultural entrepreneurship.

Unlike other sectors where returns may be realised relatively quickly, farming enterprises often
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require extended periods before generating income. This delay was perceived to test the
endurance and commitment of graduates:
“For those who have failed, one of the key issues is that farming is a seasonal business.
You do not generate income immediately... Many trainees lack the stamina to maintain

their passion over the required timeframes.” (Participant 7, Vegado)

From a Resource-Based View perspective, such soft skills can be conceptualised as intangible
human capital resources that contribute to competitive advantage (Gerhart & Feng, 2021). Traits
such as persistence, adaptability, and self-efficacy are difficult to replicate and may therefore
influence long-term enterprise sustainability. In the context of smallholder and emerging farmer
entrepreneurship, these behavioural capabilities may be particularly important where formal

support structures are limited.

Despite widespread recognition of their importance, stakeholders acknowledged that soft skills
were rarely systematically addressed in learnership curricula. Instead, their development was
often incidental, emerging through workplace exposure rather than structured pedagogical
interventions. This suggests a programme design gap, as the intentional incorporation of
leadership development, communication training, and the cultivation of an entrepreneurial

mindset could enhance graduates’ readiness to navigate post-training challenges.

Overall, the qualitative evidence indicates that soft skills represent a foundational yet under-
formalised dimension of entrepreneurial preparation within AgriSETA learnerships. While
technical training provides the operational basis for participation in agricultural production,
behavioural competencies appear to influence whether graduates sustain engagement in
entrepreneurial activities. These findings complement the quantitative patterns presented in
Chapter 5, which showed generally positive perceptions of skills development but more variable

entrepreneurial transition outcomes.

6.9.4 Digital Skills

Beyond technical and business competencies, stakeholders consistently emphasised the
importance of soft skills in shaping entrepreneurial outcomes among learnership graduates. These

included resilience, motivation, communication ability, self-discipline, and long-term
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commitment. Participants indicated that such attributes were often decisive in determining
whether trainees could translate acquired skills into sustained entrepreneurial activity in the
agricultural sector. Existing research similarly identifies behavioural and psychological
competencies as critical determinants of entrepreneurial persistence, particularly in environments

characterised by uncertainty and resource constraints (Agholor et al., 2024).

Respondents noted that entrepreneurial success in agriculture requires sustained engagement
under physically demanding and financially uncertain conditions. One project manager explained
that intrinsic motivation and passion for farming frequently distinguished successful trainees
from those who exited the sector prematurely:
“They are effective, especially when the learnership finds someone genuinely interested
in agriculture and knows exactly what they want... They are successful, but it is about
finding someone truly passionate about what they are doing.” (Participant 8, Kamvelo

Trading)

Similarly, an AgriSETA official highlighted the demanding nature of agricultural work and the
need for emotional resilience:
“Farming is something else. You have to be hands-on... sometimes be chasing cows,
injecting... If you do not have that passion, you are not going to survive.” (Participant

3, AgriSETA)

Training providers further emphasised the temporal dimension of agricultural entrepreneurship.
Unlike other sectors where returns may be realised relatively quickly, farming enterprises often
require extended periods before generating income. This delay was perceived to test the
endurance and commitment of graduates:
“For those who have failed, one of the key issues is that farming is a seasonal business.
You do not generate income immediately... Many trainees lack the stamina to maintain

their passion over the required timeframes.” (Participant 7, Vegado)

From a Resource-Based View perspective, such soft skills can be conceptualised as intangible
human capital resources that contribute to competitive advantage (Gerhart & Feng, 2021). Traits
such as persistence, adaptability, and self-efficacy are difficult to replicate and may therefore

influence long-term enterprise sustainability. In the context of smallholder and emerging farmer
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entrepreneurship, these behavioural capabilities may be particularly important where formal

support structures are limited.

Despite widespread recognition of their importance, stakeholders acknowledged that soft skills
were rarely systematically addressed in learnership curricula. Instead, their development was
often incidental, emerging through workplace exposure rather than structured pedagogical
interventions. This suggests a programme design gap, as the intentional incorporation of
leadership development, communication training, and the cultivation of an entrepreneurial

mindset could enhance graduates’ readiness to navigate post-training challenges.

The qualitative evidence indicates that soft skills represent a foundational yet under-formalised
dimension of entrepreneurial preparation within AgriSETA learnerships. While technical training
provides the operational basis for participation in agricultural production, behavioural
competencies appear to influence whether graduates sustain engagement in entrepreneurial
activities. These findings complement the quantitative patterns presented in Chapter 5, which
showed generally positive perceptions of skills development but more variable entrepreneurial

transition outcomes.

6.10 OBJECTIVE II: CONSTRAINTS AND BARRIERS

While stakeholders acknowledged the effectiveness of AgriSETA learnerships in developing
technical competencies, they consistently emphasised that multiple structural and contextual
barriers limited the translation of training into entrepreneurial or employment outcomes. These
barriers were clustered around three interrelated domains: financial and resource constraints,
inadequate post-training support systems, and broader structural conditions associated with rural

economic environments.

Existing literature on vocational skills development in South Africa similarly highlights that
programme outcomes are often shaped not only by training quality but by the availability of
enabling conditions such as finance, infrastructure, and institutional coordination (Botha et al.,
2023). The qualitative evidence presented here, therefore, provides a contextual explanation for
the quantitative findings in Chapter 5, where competency development did not always translate

into entrepreneurial engagement.
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6.10.1 Financial and Resource Constraints

Access to finance emerged as the most frequently cited barrier to entrepreneurial transition.
Stakeholders at all institutional levels indicated that while graduates acquired practical
agricultural competencies, they often lacked the financial resources to initiate or sustain farming
enterprises. This constraint extended beyond start-up capital to include limited access to land,

equipment, and production inputs.

One service provider described the gap between training completion and enterprise formation:
“Trainees obtain skills, but crossing that bridge to starting a business requires support

Jfrom funders, mentors, and networks.” (Participant 7, Vegado)

Similarly, project managers emphasised the vulnerability experienced by graduates once
institutional support ended:
“After the programme, people often complain that things are too expensive and they
are no longer receiving support because they are out of the programme.” (Participant

8, Kamvelo Trading)

These findings align with research demonstrating that financial exclusion remains a major
constraint on agricultural entrepreneurship in South Africa (Rusenga & Ndhlovu, 2023). From
the perspective of the Functional Theory of Value, the inability to mobilise productive resources
limits the functional utility of training investments, thereby reducing the likelihood that

competencies will translate into measurable economic outcomes (Nkosi et al., 2024).

6.10.2 Post-Training Support Gap

A second recurring theme concerned the absence of structured post-training support mechanisms.
Stakeholders indicated that while learnerships provided foundational competencies, there were
limited follow-up systems to facilitate enterprise incubation, employment placement, or sustained

mentoring.

Senior officials acknowledged that programme performance monitoring was largely confined to

enrolment and completion indicators:
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“What we have found wanting is beyond the training period, post-training.”

(Participant 1, AgriSETA)

The absence of tracer studies further limited institutional understanding of long-term programme
outcomes:

“There is no tracer study after the learnerships.” (Participant 2, AgriSETA)

The literature confirms that weak post-training ecosystems reduce the effectiveness of vocational
programmes by interrupting the transition from skill acquisition to productive engagement (Rabie
& Cornelissen, 2023). From an institutional theory perspective, this reflects performance systems
that prioritise compliance with training targets rather than outcome-based evaluation of

entrepreneurial sustainability (Botha & Van der Merwe, 2025).

6.10.3 Structural and Contextual Barriers

Beyond financial and institutional support constraints, stakeholders identified broader structural
challenges associated with rural agricultural environments. These included geographic isolation,
limited digital connectivity, infrastructure deficits, and bureaucratic delays in resource allocation.
One provincial manager described the practical implications of operating in remote farming
contexts:

“You can have land, but if you do not have equipment... or access to information, you

will not use that land.” (Participant 3, AgriSETA)

Training providers also highlighted resource allocation limitations that constrained programme
reach:
“The allocation is often just for 10 candidates, when over 40 may qualify.” (Participant
6, Lovedale TVET College)

Such constraints reflect persistent spatial and institutional inequalities within South Africa’s rural
economy (DBSA, World Bank & DHET, 2023). Institutional theory suggests that misalignment
between policy ambitions and implementation capacity can reduce programme effectiveness

despite strong conceptual design (Nthako & Shuti, 2025).
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Taken together, these barriers illustrate that entrepreneurial outcomes are shaped not only by
individual competency development but by the broader ecosystem within which graduates
attempt to apply their skills. The qualitative evidence, therefore, provides an important
explanatory layer for the modest predictive strength observed in the regression models presented

in Chapter 5.

While training participation was associated with improved competencies, limited access to
finance, weak post-training support structures, and structural rural constraints reduced the
likelihood that these competencies would translate into sustained entrepreneurial activity. This
finding reinforces the importance of adopting a systems-oriented approach to vocational training
evaluation, where programme effectiveness is assessed in relation to enabling conditions rather

than training inputs alone.

6.11 SUBSIDIARY OBJECTIVE 1IV: INSTITUTIONAL CONDITIONS SHAPING
PROGRAMME EFFECTIVENESS

The institutional environment emerged as a critical determinant of how effectively AgriSETA
learnership programmes translated training participation into entrepreneurial and employment
outcomes. Stakeholders consistently emphasised that organisational mandates, resource
allocation processes, and monitoring systems shaped both access to training and the sustainability

of post-training trajectories.

Institutional Theory provides a useful lens for interpreting these dynamics by explaining how
formal rules, organisational routines, and accountability structures influence programme
performance. In contexts where compliance requirements dominate institutional practice,
innovation and responsiveness to local developmental needs may be constrained (Allais, 2025).
The qualitative findings presented below illustrate how such institutional conditions shaped the

reach and long-term effectiveness of learnership interventions.

6.11.1 Organisational Roles, Mandates and Resource Allocation

Respondents indicated that while AgriSETA played a central role in accrediting training
providers and monitoring compliance with programme standards, its institutional mandate did
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not extend to ensuring employment absorption or enterprise sustainability after training
completion. This created a structural gap between programme delivery and long-term

developmental outcomes.

One official explained the limits of institutional authority:
“We accredit training providers... we do monitoring... but outside of that, there is no
power to force absorption. We can encourage, but we cannot enforce it.” (Participant

2, AgriSETA)

Training providers further highlighted how funding allocations influenced programme
participation. Resource constraints at the institutional level often limited the number of trainees
who could be accommodated despite high demand:
“The allocation is often just for 10 candidates, when over 40 may qualify.” (Participant
6, Lovedale TVET College)

These accounts illustrate how programme access and reach were shaped by institutional resource
distribution mechanisms rather than solely by trainee capability or labour market demand.
Institutional Theory conceptualises this phenomenon as policy-practice decoupling, where
programme objectives emphasising inclusive development are constrained by organisational

capacity and bureaucratic procedures (Bekele et al., 2023).

In practical terms, such dynamics limit the scalability of learnership programmes and contribute

to uneven developmental outcomes across regions and institutions.

6.11.2 Monitoring, Evaluation and Outcome Accountability

Monitoring and evaluation practices were also identified as a significant institutional constraint.
Stakeholders reported that programme oversight focused primarily on administrative compliance,
financial reporting, and training completion metrics, with limited systematic tracking of post-

training outcomes such as enterprise formation or sustained employment.

An executive acknowledged this limitation:
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“Traceability has not been forthcoming because the data is not readily available... we
are now trying to look at alumni databases to understand where trainees are.”

(Participant 1, AgriSETA)

Service providers similarly observed that responsibility for tracking developmental impact often
shifted away from funding institutions:
“Monitoring does not go beyond institutional compliance... assessing real impact on

trainees becomes the burden of the service provider.” (Participant 7, Vegado)

The absence of structured tracer systems and outcome-based performance indicators limits
institutional learning and programme adaptation. From the perspective of the Functional Theory
of Value, this represents a failure to verify whether training investments generate measurable

economic or social returns (Majola, 2025).

Institutional Theory further suggests that when accountability systems prioritise adherence to
procedures rather than developmental impact, organisations may achieve formal performance

targets without necessarily improving beneficiary outcomes (Mahlahla & Hlatshwayo, 2024).

Taken together, the findings indicate that institutional conditions significantly influence the
effectiveness of AgriSETA learnership programmes. While training delivery structures are
relatively well established, limitations in mandate scope, resource allocation processes, and
outcome monitoring mechanisms reduce the likelihood that competencies developed during

training will translate into sustainable entrepreneurial activity.

These qualitative insights provide an important explanatory context for the quantitative findings
presented in Chapter 5, which showed that competency development had only moderate
predictive power for entrepreneurial engagement. The results, therefore, highlight the importance
of strengthening institutional coordination, tracer systems, and outcome-based accountability

frameworks to enhance the developmental impact of vocational training interventions.
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6.12 SUBSIDIARY OBJECTIVE II: CURRICULUM RESPONSIVENESS AND
TECHNOLOGICAL MODERNISATION

Stakeholders consistently identified curriculum responsiveness as a key determinant of the
effectiveness of AgriSETA learnership programmes in promoting entrepreneurial growth. While
current qualifications were widely regarded as providing a solid technical foundation,
respondents expressed concern that curriculum structures were not evolving at a pace consistent
with labour market transformation, technological innovation, and changing agricultural

production systems.

Research on vocational education reform similarly highlights that slow curriculum renewal can
weaken the developmental impact of training interventions by limiting the relevance of acquired
competencies to emerging sectoral demands (Muwaniki, 2022). The findings presented below,
therefore, examine how curriculum design influences entrepreneurial readiness through two

interrelated dimensions: market alignment and technological integration.

6.12.1 Alignment with Evolving Market Demands

Participants emphasised that existing AgriSETA curricula remained strongly oriented towards
conventional production practices, with limited integration of advanced agribusiness
management, mechanisation support services, or market-driven value chain competencies. While
foundational agricultural knowledge was considered valuable, stakeholders argued that
entrepreneurial readiness requires broader exposure to financial management, market access

strategies, and enterprise sustainability planning.

Senior institutional actors noted the need to strengthen managerial and technical specialisations
required for rural economic development:
“Technicians that can fix mechanisation... veterinary support... financial
management skills... those are critical if we are to improve the rural economy.”

(Participant 1, AgriSETA)

Officials also described ongoing efforts to transition from legacy qualifications to occupationally

oriented curricula designed to enhance labour market responsiveness:
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“The curriculum is being overhauled... moving from National Certificates to
Occupational Qualifications because the current curriculum is old and outdated.”

(Participant 2, AgriSETA)

Training providers confirmed that review cycles had often been lengthy, resulting in delayed
adaptation to sectoral changes:
“The current curriculum has not been reviewed in many years. Only now are we
aligning new qualifications with updated QCTO requirements.” (Participant 4,
AgriSETA)

These findings reflect broader critiques of vocational education systems, in which formal
accreditation processes may lag behind technological and market developments (OECD, 2023).
Institutional Theory conceptualises this dynamic as ceremonial conformity, whereby programmes
maintain regulatory legitimacy despite declining substantive alignment with industry needs

(Makole et al., 2023).

6.12.2 Technological Modernisation and Digital Competency Integration

Stakeholders further highlighted the growing importance of digital agriculture and innovation-
oriented training in enhancing the attractiveness and sustainability of agricultural
entrepreneurship. While awareness of technological transformation was widespread, practical
integration of digital competencies within learnership curricula was reported to be inconsistent

and uneven across training contexts.

Respondents indicated that emerging technologies such as precision farming systems, drone-
assisted crop management, and digital market platforms were not yet systematically incorporated
into training delivery. In some cases, institutional constraints limited the capacity to adopt
blended learning approaches or digital training tools, particularly in rural settings characterised

by weak infrastructure.

These observations align with research on the “digital divide” in vocational education systems,
where policy recognition of technological change is not always matched by curriculum reform or

resource allocation (Tang et al., 2024). From a theoretical perspective, the Unified Theory of
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Acceptance and Use of Technology (UTAUT) suggests that technology adoption depends on
facilitating conditions, perceived usefulness, and organisational support structures (Neves et al.,
2025). Where training environments lack these enabling conditions, graduates may recognise the
importance of digital tools yet remain unable to integrate them effectively into entrepreneurial

practice.

The qualitative evidence indicates that curriculum responsiveness is a critical intermediary
mechanism linking training participation to entrepreneurial outcomes. While AgriSETA
learnerships successfully develop foundational technical competencies, limitations in market-
oriented content and technological integration reduce the likelihood that graduates will translate

skills into sustainable enterprise activity.

These findings provide a contextual explanation for the quantitative results presented in Chapter
5, where respondents reported high levels of technical skill development but more moderate
perceptions of digital readiness and entrepreneurial capability. The combined evidence suggests
that strengthening curriculum agility, fostering industry collaboration, and integrating digital
competencies may enhance the long-term effectiveness of vocational training interventions in

promoting entrepreneurial growth.

6.13 SUBSIDIARY OBJECTIVE V: PARTNERSHIP ECOSYSTEMS AND
PROGRAMME EFFECTIVENESS

Stakeholders consistently emphasised that the effectiveness of AgriSETA learnership
programmes depended not only on training quality but also on the strength of institutional
partnerships across government, industry, and academic sectors. These partnerships were viewed
as essential for mobilising complementary resources required to support entrepreneurial
transition, including policy coordination, workplace exposure, mentorship, and curriculum

innovation.
The literature on vocational education systems similarly highlights the importance of multi-

stakeholder ecosystems in sustaining programme impact, particularly in sectors characterised by

technological change and fragmented labour markets (Allais, 2025). The qualitative findings,
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therefore, explore how collaborative arrangements influence programme outcomes and the extent

to which partnership structures enable or constrain entrepreneurial growth.

6.13.1 Government Coordination and Enabling Policy Environments

Participants viewed government institutions as central actors in shaping the enabling environment
for learnership implementation. Beyond funding and regulatory oversight, respondents
emphasised the need for improved interdepartmental coordination to align agricultural

development initiatives, land use planning, and enterprise support programmes.

One senior stakeholder highlighted the risks associated with fragmented policy implementation:
“You do not find one department planning agricultural production while another
allocates the same land for housing... There must be synergy to create an enabling

environment.” (Participant 1, AgriSETA)

These perspectives reflect broader concerns regarding institutional fragmentation within South
Africa’s skills and rural development systems (Jia et al., 2023). Institutional Theory suggests that
when policy domains operate in isolation, programme objectives may be undermined by

conflicting mandates or inefficient resource deployment (Scott & Gong, 2021).

In practical terms, insufficient coordination reduces the likelihood that training outcomes will
translate into viable enterprise opportunities, particularly in rural contexts where access to land,

infrastructure, and markets is mediated through government systems.

6.13.2 Industry Engagement and Workplace Learning Pathways

Industry partnerships were widely regarded as critical for bridging the gap between training
participation and labour market integration. Employers provided workplace exposure,
mentorship, and sector-specific knowledge, enhancing trainees’ ability to navigate real

production environments.

Respondents noted that organised agricultural bodies and private sector actors played an
important role in shaping programme relevance and supporting smallholder development
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initiatives. However, stakeholders also acknowledged structural limitations in employer

absorption capacity, with many enterprises unable to retain trainees after programme completion.

This dual role positions the industry as both an enabler and a constraint within the vocational
training ecosystem. From a Resource-Based View perspective, partnerships with employers
facilitate access to valuable external resources, including professional networks, market linkages,
and experiential knowledge (Semali, 2024). These resources are often critical for entrepreneurial

sustainability but remain unevenly distributed across training contexts.

6.13.3 Academic Partnerships and Knowledge-Driven Curriculum Renewal

Universities and research institutions were identified as strategic partners in ensuring that
learnership programmes remain responsive to technological and market developments.
Stakeholders emphasised the importance of research-informed curriculum design, innovation

support, and the continuous identification of emerging skills requirements.

One respondent described the role of academic collaboration in maintaining programme
relevance:
“Researchers must keep informing learning pathways so that curricula do not become

outdated.” (Participant 1, AgriSETA)

The Resource-Based View conceptualises research institutions as sources of specialised
knowledge assets that can enhance programme competitiveness and innovation capacity (Pefiate
et al., 2024). However, respondents also noted that translating research insights into curriculum
reform often involved lengthy administrative processes, reflecting institutional rigidity that may

delay programme adaptation.

The findings indicate that partnership ecosystems function as critical mediating structures
influencing the effectiveness of vocational training programmes. While AgriSETA provides
regulatory coordination and funding support, the sustainability of entrepreneurial outcomes
depends on the combined contributions of government policy alignment, industry mentorship

capacity, and academic knowledge integration.

187



These qualitative insights provide further explanation for the quantitative findings presented in
Chapter 5, where respondents reported relatively high levels of collaboration. However,
collaboration variables demonstrated limited predictive power for entrepreneurial start-up
behaviour. This suggests that the presence of partnerships alone does not guarantee effective
entrepreneurial transition unless collaboration mechanisms are sufficiently integrated, sustained,

and outcome-oriented.

6.14 SUBSIDIARY OBJECTIVE Iv: MARKET ABSORPTION AND
SUSTAINABILITY OF ENTREPRENEURIAL OUTCOMES

A central concern among stakeholders was whether participation in AgriSETA learnership
programmes translated into sustainable employment or entrepreneurial opportunities.
Respondents indicated that post-training outcomes varied considerably: only a minority of
trainees secured formal employment, while many pursued self-employment or small-scale
agricultural activities under constrained conditions. The sustainability of these pathways was
widely perceived to depend on labour market absorption capacity, access to complementary

resources, and the presence of structured post-training support systems.

These findings align with broader evidence in vocational education research showing that skills
acquisition alone is insufficient to secure economic participation unless supported by enabling
institutional and market conditions (Beber et al., 2025). The subsections below examine
employment absorption, entrepreneurial pathways, and the sustainability of post-training

outcomes.

6.14.1 Absorption into Formal Employment

Stakeholders reported that absorption into host organisations occurred in some cases but remained
inconsistent and largely dependent on employer capacity and sectoral demand. While learnerships
provided valuable workplace exposure and improved employability, the agricultural labour

market’s limited growth constrained opportunities for permanent placement.

One respondent explained that absorption targets were difficult to enforce in practice due to

financial and organisational limitations within host enterprises:
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“Even if there is a recommendation that a percentage should be absorbed, employers
cannot always take trainees on permanently because of limited funding and

organisational space.” (Participant 2, AgriSETA)

These insights suggest that employment outcomes are influenced less by training performance
alone and more by structural labour market dynamics. From the perspective of the Functional
Theory of Value, the utility of acquired skills depends on demand conditions and institutional

incentives that facilitate their productive deployment (Choi & Chang, 2020).

Although some trainees secured employment through strong workplace performance,
stakeholders emphasised that reliance on host employers as the primary mechanism for graduate
absorption is insufficient to sustain large-scale outcomes. Expanding employer incentives and
strengthening sectoral growth strategies were identified as necessary measures to enhance

employment pathways.

6.14.2 Entrepreneurial Pathways Following Programme Completion

Where employment opportunities were limited, stakeholders noted that many trainees attempted
to apply their skills through self-employment, cooperative farming initiatives, or small
household-based enterprises. Learnership participation was perceived to enhance technical
readiness and confidence to initiate such activities. However, the long-term viability of these
ventures was frequently undermined by resource constraints, including limited access to finance,

land, inputs, and markets.

Respondents also highlighted the absence of systematic tracking mechanisms, which made it
difficult to determine whether entrepreneurial initiatives were sustained over time. This lack of

outcome monitoring reduced institutional learning and constrained programme adaptation.

Existing research on youth entrepreneurship in South Africa similarly indicates that while training
programmes may increase entrepreneurial intentions, business survival rates remain low without
access to supportive ecosystems and financial capital (Ofosu-Appiah et al., 2025). From a

Resource-Based View perspective, trainees may acquire valuable human capital through
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learnership participation. However, the absence of complementary financial and social resources
limits their ability to transform competencies into sustainable enterprise outcomes (Lose, 2021).
Entrepreneurship, therefore, emerged as a common but fragile transition pathway, reflecting both

the strengths and limitations of current learnership models.

6.14.3 Sustainability of Post-Training Outcomes

Stakeholders emphasised that sustaining employment or entrepreneurial outcomes required
interventions both before and after programme participation. Key factors included appropriate
trainee selection, continuous monitoring of performance during training, and structured post-
programme support mechanisms such as mentorship, incubation, and access to starter resources.
Participants suggested that improved screening processes could enhance programme
effectiveness by identifying individuals with genuine entrepreneurial motivation and sectoral
commitment. In addition, follow-up support was considered critical for reinforcing skill

application and preventing post-training disengagement.

From a theoretical standpoint, these findings reflect the Resource-Based View’s emphasis on
intangible resources such as commitment, resilience, and network embeddedness as determinants
of entrepreneurial sustainability (Lose, 2021). They also align with insights from the Unified
Theory of Acceptance and Use of Technology, which highlights the importance of continuous
reinforcement and institutional support in sustaining behavioural adoption beyond initial training

exposure (Jia et al., 2023).

Collectively, stakeholder perspectives suggest that sustainability is not solely a function of
training quality but of systemic alignment across funding mechanisms, institutional coordination,

and long-term ecosystem support.

The qualitative evidence provides important explanatory depth for the quantitative findings
presented in Chapter 5. While participants reported high levels of competency development and
positive perceptions of training quality, only a relatively small proportion transitioned into
entrepreneurial start-up activity. This indicates that post-training structural conditions, rather than

training experiences alone, play a decisive role in shaping economic outcomes.
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The findings therefore reinforce the central argument of this study: AgriSETA learnership
programmes contribute meaningfully to human capital development, but their effectiveness in
promoting entrepreneurial growth is mediated by labour market absorption capacity, access to

complementary resources, and the strength of institutional support systems.

6.15 INTEGRATED ANALYSIS OF LEARNERSHIP EFFECTIVENESS AND
ENTREPRENEURIAL TRANSITION

The qualitative findings presented in this chapter provide a deeper explanation of how AgriSETA
learnership programmes influence entrepreneurial growth outcomes. While earlier sections
analysed themes such as competency development, institutional constraints, curriculum
relevance, partnerships, and market absorption independently, stakeholders consistently
emphasised their interdependence in shaping post-training trajectories. This reinforces broader
scholarship suggesting that vocational training effectiveness is contingent on systemic and

contextual conditions rather than training design alone (OECD, 2023; Allais, 2025).

A key insight emerging from the analysis is that learnership participation contributes positively
to the development of technical competencies and enhances entrepreneurial readiness. However,
readiness does not automatically translate into sustainable employment or enterprise
development. Instead, outcomes are mediated by access to complementary resources, institutional
coordination, and post-training ecosystem support. From a Resource-Based View perspective,
the programmes strengthen human capital by equipping trainees with valuable and transferable
skills. Nevertheless, entrepreneurial sustainability depends on access to additional strategic

resources such as finance, infrastructure, mentorship, and market networks (Lose, 2021).

Institutional Theory further explains how bureaucratic processes, fragmented policy
implementation, and compliance-oriented monitoring systems constrain programme
effectiveness. Stakeholders noted that institutional mandates often prioritise enrolment and
completion targets rather than long-term economic outcomes. Such dynamics reflect patterns of
institutional decoupling, where policy intentions are not fully realised in practice due to systemic

limitations (Allais, 2025).

191



Insights from the Functional Theory of Value suggest that the perceived usefulness of training is
shaped not only by skill acquisition but also by the ability to apply those skills in real economic
contexts. Where structural barriers such as funding shortages, land access constraints, and limited
employer absorption persist, the functional value of training is reduced despite positive learning

experiences (Dehne & Grdschner, 2023).

Similarly, perspectives from the Unified Theory of Acceptance and Use of Technology highlight
the importance of continuous support mechanisms in sustaining behavioural adoption.
Stakeholders indicated that trainees were more likely to apply entrepreneurial competencies when
mentoring, incubation opportunities, and institutional follow-up were available. In the absence of
such support, motivation and engagement often declined after programme completion (Abbad,

2021).

These qualitative insights complement the quantitative findings presented in Chapter 5. While
statistical results demonstrated positive relationships between training participation and
competency development, the predictive strength of these variables in explaining entrepreneurial
activity was modest. The qualitative evidence suggests that this reflects structural and ecosystem

constraints rather than weaknesses in training quality.

The integrated analysis demonstrates that AgriSETA learnership programmes are effective in
building foundational skills and enhancing entrepreneurial readiness. However, their long-term
impact on sustainable economic participation depends on broader systemic alignment involving
resource availability, institutional coordination, curriculum responsiveness, and multi-
stakeholder collaboration. This contributes to emerging context-sensitive models of vocational

training effectiveness in developing economies.

6.16 CHAPTER SUMMARY

This chapter presented qualitative findings on stakeholder perceptions of the effectiveness of
AgriSETA learnership programmes in promoting entrepreneurial growth. While programmes
were successful in developing technical competencies, gaps remained in business, digital, and

soft skill development. Financial constraints, limited post-training support, institutional
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bottlenecks, and labour market conditions were identified as key barriers to translating training

into sustainable outcomes.

The findings highlight the importance of curriculum responsiveness, digital integration, and
stronger partnerships with government, industry, and academic institutions. Consistent with
vocational training literature, sustainable entrepreneurial outcomes require enabling ecosystems

beyond the training intervention itself (OECD, 2023).

The integrated analysis demonstrated that learnerships contribute meaningfully to human capital
formation, but that long-term impact depends on systemic and contextual factors. These
qualitative insights provide explanatory depth to the quantitative results in Chapter 5 and inform

the triangulated discussion presented in Chapter 7.
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CHAPTER 7: DISCUSSION AND TRIANGULATION OF FINDINGS

7.1 INTRODUCTION

This chapter integrates the quantitative results from Chapter 5 and the qualitative insights from
Chapter 6 to provide a comprehensive interpretation of how AgriSETA learnerships influenced
trainees’ technical competence, entrepreneurial capabilities, and post-training progression. The
synthesis highlights areas of convergence and divergence across both strands and explains why

technical competence did not always translate into sustained employment or enterprise activity.

The interpretation is grounded in the empirical findings of this study and situated within the
broader policy and institutional context outlined earlier in the thesis, including national priorities
related to skills development, employability, work-integrated learning, digitalisation, and the
effective use of public resources. In doing so, the chapter aligns the study’s findings with the

broader national agenda for inclusive and sustainable skills development.

The chapter outlines the recommendations emerging from the integrated analysis, presents the
study’s contribution to knowledge, identifies its limitations, and proposes a structured framework
for strengthening post-training outcomes. It concludes by reflecting on the broader significance
of the study for strengthening agricultural skills development in resource-constrained

environments.

7.2 RATIONALE FOR TRIANGULATION

The interpretation of findings in this chapter follows an explanatory sequential mixed-methods
logic, where quantitative patterns identified in Chapter 5 are clarified and contextualised through
qualitative stakeholder insights presented in Chapter 6 (Toyon, 2021). Triangulation was essential
in this study to explain why strong technical competence scores did not consistently translate into
entrepreneurial engagement or sustained employment outcomes. Credibility was strengthened by
convergence between statistical trends and stakeholder explanations regarding programme

delivery, resource constraints, and post-training support.
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Triangulation also accommodates instances where the datasets diverge. In this study, divergence
between quantitative outcomes and qualitative accounts revealed the influence of structural
constraints, differing stakeholder expectations, and institutional variability, as it may signal
structural constraints, differing expectations, institutional variability, or contextual influences that
shape learner outcomes (Creswell & Creswell, 2023). Recognising these differences enables a
more realistic and grounded interpretation of entrepreneurial and employment trajectories,
particularly in environments marked by uneven access to opportunities and support (Naidu-

Valentine, 2024).

First, it enhanced the robustness of the findings by integrating survey-based indicators of
competence and progression with stakeholder explanations of programme implementation
realities. Second, it provides a deeper understanding of how learners navigate the transition from
formal training to practical work and entrepreneurial activity, which cannot be fully explained by
quantitative or qualitative data alone (Wasti et al., 2022). The discussion that follows is organised
around the four research objectives, with each objective examined through a comparison of

quantitative indicators and qualitative experiences.

7.3 OVERVIEW OF KEY FINDINGS

Across both quantitative and qualitative strands, the learnerships demonstrated consistent
effectiveness in developing technical agricultural competencies. Survey respondents reported
confidence in core production practices and routine operational tasks, and these perceptions were
corroborated by facilitators and host employers who observed stable competence in workplace
settings. The quantitative results reflected the same pattern, with higher mean scores for technical
competency relative to other domains. Together, these findings indicate that the technical
component of the programme was delivered reliably and absorbed effectively. Similar patterns
of strong technical skill acquisition in agricultural training programmes have been noted in prior

studies (Rabie & Cornelissen, 2023).

In contrast, the development of business and entrepreneurial capabilities was more variable.
While trainees recognised the relevance of business planning, budgeting, record-keeping, and
market decision-making, qualitative accounts suggested difficulty in applying these skills

independently without structured mentorship or post-training support. Although self-reported
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confidence was moderate, it did not consistently translate into entrepreneurial action. These
findings suggest that entrepreneurial competencies require continued reinforcement beyond the

formal training period to support practical application and enterprise initiation (Adeyanju et al.,

2021).

A further cross-strand pattern related to systemic and contextual constraints, including limited
access to finance, land, markets, digital tools, and ongoing institutional support. These constraints
shaped the extent to which trainees could convert their skills into viable enterprise opportunities.
As a result, progression from competence to economic activity remained uneven and was
influenced more by environmental and resource conditions than by skills acquisition alone (Raza

et al., 2024).

These combined patterns frame the objective-based discussion that follows, indicating that
structural, institutional, and resource conditions played a decisive role in shaping trainees’ post-
training pathways. Across both strands, a recurring dynamic emerged in which strong technical
competence did not consistently translate into entrepreneurial or employment progression,
indicating that structural and contextual factors played a decisive role in shaping learners’ post-

training pathways.

7.4 OBJECTIVE I: SKILLS AND COMPETENCIES

This section examines the extent to which the learnerships contributed to the development of both
technical agricultural skills and business-related entrepreneurial competencies. The quantitative
findings indicated comparatively more substantial outcomes in practical and operational skills,
while the qualitative evidence illustrated how these skills were applied in workplace contexts. In
contrast, the development of business and entrepreneurial competencies was more variable and
appeared dependent on the level of post-training support and opportunities available to learners
(Rabie & Cornelissen, 2023). The subsections that follow compare these patterns to identify

points of convergence and divergence across the two strands of data.
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7.4.1 Technical Skills

The quantitative findings presented in Chapter 5 indicated that survey respondents reported high
levels of perceived competence in technical agricultural skills following participation in
AgriSETA learnership programmes. Mean ratings for technical skills were among the highest
across all measured constructs, suggesting strong perceived and statistically supported
improvement in technical competence, strengthening practical production knowledge and
workplace readiness. These results are consistent with the primary design objective of vocational
learnership programmes, which emphasise applied competence and sector-specific skill

acquisition.

Qualitative evidence from stakeholder interviews in Chapter 6 supports this pattern. Programme
officials, training providers, and AgriSETA officials, training facilitators, and host employers
consistently observed that technical skills development represented the most visible and
immediate outcome of learnership participation. Stakeholders noted that trainees were generally
able to perform routine agricultural tasks, demonstrate familiarity with production processes, and
adapt to workplace environments during practical placements. These observations reinforce the
quantitative indication that technical competence is a strong dimension of programme

effectiveness.

However, stakeholders also emphasised that technical proficiency alone does not guarantee
successful labour market or entrepreneurial outcomes. Institutional respondents highlighted
variations in training quality across providers, including differences in access to modern
equipment and exposure to emerging agricultural technologies. Such disparities may influence
the extent to which technical competencies remain relevant in dynamic production contexts.
These findings align with broader vocational education research, which suggests that while
technical training strengthens employability foundations, its long-term impact depends on

complementary capabilities and enabling conditions within the broader skills ecosystem.

Taken together, the quantitative and qualitative findings demonstrate that AgriSETA learnership
programmes are effective in building foundational technical competencies. At the same time, the
evidence suggests that translating these competencies into sustainable economic participation is

shaped by institutional coordination, access to resources, and post-training support mechanisms.
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This integrated interpretation highlights the importance of viewing technical skill development

as a necessary but insufficient condition for entrepreneurial growth.

7.4.2 Business and Entrepreneurial Competencies

Quantitative findings presented in Chapter 5 indicated moderately positive ratings for the
development of general business competencies following participation in AgriSETA learnership
programmes. While mean scores suggested that respondents perceived some improvement in
areas such as basic financial understanding, planning, and entrepreneurial confidence, these
ratings were consistently lower than those recorded for technical agricultural skills. This pattern
suggests that although learnership participation contributed to entrepreneurial readiness, its

impact was uneven across competency domains.

Qualitative findings from Chapter 6 provide further insight into this discrepancy. Stakeholders
interviewed during the study repeatedly emphasised that business-related skills were less
systematically developed within the learnership framework. Programme officials and training
providers observed that many trainees required additional support in financial management,
market engagement, and enterprise planning after completing the formal training cycle. These
perceptions suggest that while the curriculum provides foundational exposure to entrepreneurial
concepts, the depth and practical application of such training may be insufficient to support

independent enterprise development in resource-constrained environments.

Institutional respondents also highlighted the absence of structured follow-up mechanisms to
reinforce the application of business skills. Without sustained mentorship, incubation support, or
access to funding pathways, trainees often struggled to translate their acquired competencies into
viable entrepreneurial activities. Similar dynamics have been reported in vocational education
research, where business competence development requires complementary ecosystem support

to generate sustainable economic participation.

The integrated evidence therefore suggests that AgriSETA learnership programmes contribute to
the development of entrepreneurial awareness and confidence, but that gaps remain in the
practical consolidation of business competencies. These findings help explain why the

quantitative models in Chapter 5 demonstrated positive but modest predictive relationships
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between training variables and entrepreneurial activity. Strengthening experiential learning
opportunities, financial literacy training, and post-programme support structures may enhance the

effectiveness of learnerships in promoting entrepreneurial growth.

This convergence between quantitative trends and stakeholder explanations indicates that
structural and institutional support conditions strongly influence the development of

entrepreneurial capability.

7.5 OBJECTIVE II: CONSTRAINTS AND SYSTEMIC BARRIERS

This section examines the structural conditions that shaped whether trainees were able to apply
the skills developed during the learnerships. Although technical and business competencies
formed a foundation for potential enterprise activity, evidence from both strands showed that
factors beyond individual capability determined post-training progression. Limited access to
finance, land or production space, and reliable markets emerged as recurring constraints that
affected the sustainability and scale of entrepreneurial efforts (Raza et al., 2024). These
constraints operated interactively, influencing how far skills could be converted into viable

economic activity.

7.5.1 Access to Finance

The quantitative findings in Chapter 5 indicated that while respondents reported strong technical
skill development and relatively positive perceptions of training quality, progression into
entrepreneurial activity remained limited. Only a minority of survey respondents reported starting
a business after completing the learnership programme. This pattern suggests that factors beyond

competency development influence post-training economic outcomes.

Qualitative evidence presented in Chapter 6 provides further explanation for this trend.
Stakeholders at all institutional levels consistently identified financial constraints, limited access
to production resources, and inadequate post-training support as major barriers to trainees’ ability
to translate skills into sustainable entrepreneurial activity. Programme officials and training

providers observed that many graduates lacked access to start-up capital, land, equipment, and
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market linkages, which restricted their capacity to operationalise business ideas developed during

training.

These findings highlight the importance of viewing learnership effectiveness within a broader
structural context. While vocational training programmes can enhance human capital by
strengthening knowledge and skills, entrepreneurial outcomes are also shaped by the availability
of complementary resources and enabling institutional conditions. Literature on skills
development in developing economies similarly emphasises that financial exclusion and resource
constraints can limit the realisation of training benefits, particularly in sectors characterised by

high entry costs and market volatility.

The integrated interpretation of quantitative and qualitative evidence, therefore, suggests that
AgriSETA learnership programmes contribute meaningfully to capability development, but that
systemic resource limitations constrain the conversion of these capabilities into entrepreneurial
action. Addressing these constraints through coordinated funding pathways, incubation support,
and strengthened institutional partnerships may improve the long-term developmental impact of

the programmes.

7.5.2 Post-Training Support and Institutional Follow-Through

The quantitative results presented in Chapter 5 demonstrated that respondents generally perceived
the learnership programmes to provide relevant technical knowledge and practical exposure.
However, the same analysis showed that positive training perceptions did not translate into
proportionally high levels of entrepreneurial activity or stable employment outcomes. This
divergence indicates that programme effectiveness cannot be evaluated solely based on training

delivery variables.

Qualitative findings in Chapter 6 provide additional insight into this pattern. Stakeholders
highlighted the absence of structured post-training support mechanisms, including limited tracer
studies, weak alum tracking systems, and insufficient mentorship or incubation opportunities
after programme completion. Programme officials and service providers noted that once trainees

exited the funded training cycle, institutional visibility of their progression declined substantially.
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This reduced the ability of implementing organisations to monitor outcomes, provide targeted

support, or adapt programme design based on real-world performance.

From an institutional perspective, these findings suggest that the learnership system is strongly
oriented toward compliance with enrolment and completion targets rather than long-term
developmental impact. Monitoring practices were described as focusing primarily on
administrative accountability and financial reporting, with less emphasis on outcome-based
evaluation. As a result, feedback loops that could inform curriculum improvement, resource

allocation, and partnership strategies remain underdeveloped.

The integrated interpretation of evidence from Chapters 5 and 6 indicates that while learnership
programmes strengthen foundational competencies, the absence of systematic post-training
ecosystems limits the sustainability of these outcomes. Strengthening tracer systems, embedding
structured mentorship pathways, and enhancing collaboration with industry and enterprise
support agencies may improve programme continuity and increase the likelihood that training

investments translate into durable economic participation.

7.5.3 Resource Constraints and Entrepreneurial Transition

The quantitative findings reported in Chapter 5 indicate that respondents generally rated their
acquisition of technical competencies positively, suggesting that the learnership programmes
contributed to human capital development. However, the regression analysis showed that
competency variables demonstrated only modest predictive strength in explaining progression
into entrepreneurial activity. This pattern implies that the possession of skills alone was

insufficient to facilitate successful transition into enterprise formation or expansion.

The qualitative stakeholder interviews presented in Chapter 6 provide a contextual explanation
for this outcome. Stakeholders consistently identified structural constraints, particularly limited
access to start-up finance, production resources such as land and equipment, and restricted access
to markets and professional networks. These constraints were identified as key barriers
preventing graduates from translating their acquired skills into sustainable entrepreneurial

ventures.
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Institutional representatives and service providers further noted that graduates often exited
learnership programmes without access to structured support mechanisms that could bridge the
gap between training completion and enterprise establishment. In rural contexts, these challenges
were compounded by infrastructure limitations, including weak connectivity, transport barriers,

and slow administrative processes for land access and funding approvals.

From a Resource-Based View perspective, the findings suggest that although the programmes
successfully strengthened internal resources in the form of technical competencies, many
participants lacked complementary external resources necessary for entrepreneurial success.
Without access to financial capital, social capital, and institutional support structures, the strategic

value of newly acquired skills remained constrained.

The integrated interpretation of Chapters 5 and 6, therefore, indicates that the limited transition
into entrepreneurial activity cannot be attributed solely to deficiencies in training design. Rather,
it reflects broader ecosystem constraints that shape the conversion of competencies into economic
outcomes. Strengthening linkages between learnership programmes and enterprise support
systems, financial institutions, and agricultural value chains may enhance graduates' capacity to

operationalise their skills sustainably.

7.6 OBJECTIVE III: CURRICULUM, INNOVATION, AND DIGITAL INTEGRATION

This section examines how the curriculum supported the development of knowledge and practices
linked to entrepreneurship, innovation, and digital capability. While the curriculum provided a
solid foundation in technical agricultural operations, its effectiveness in supporting
entrepreneurial progression depended on how facilitators contextualised the content and the
extent to which trainees were exposed to practical examples, innovation-oriented tasks, and
digital tools (Siebel et al., 2023). As a result, the degree to which technical knowledge could be

linked to enterprise applications varied between training sites.

7.6.1 Curriculum Relevance and Alignment

The curriculum provided a strong foundation in technical agricultural knowledge, which trainees
generally viewed as applicable for practical workplace applications. However, both trainees and
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facilitators noted that it placed limited emphasis on linking technical instruction to enterprise
development, financial planning, or market realities (Muwaniki et al., 2022). This limited
trainees’ ability to plan production with commercial intent or anticipate the financial implications

of operational decisions.

Facilitators also reported that time constraints and resource limitations reduced opportunities to
contextualise the curriculum to local agricultural environments. This affected the extent to which
learners could apply technical skills in entrepreneurial or market-facing contexts (Muwaniki et

al., 2022).

7.6.2 Instructional Consistency and Delivery Variation

The findings presented in Chapter 5 focused primarily on programme inputs and competency
development outcomes as reported by survey respondents. While the quantitative analysis
demonstrated generally positive perceptions of training quality, curriculum relevance, and skills
acquisition, the statistical models revealed limited explanatory power in predicting longer-term
entrepreneurial engagement. This suggests that factors beyond individual competency

development influence post-training outcomes.

Qualitative evidence from stakeholder interviews in Chapter 6 provides further insight into this
pattern. Institutional representatives acknowledged that monitoring systems within the
learnership framework were largely compliance-oriented, emphasising enrolment targets,
certification rates, and financial reporting rather than sustained employment or enterprise
development outcomes. In several instances, stakeholders indicated that formal tracer studies or

structured alum tracking mechanisms were either absent or inconsistently implemented.

The absence of reliable longitudinal outcome data constrains institutional learning and limits the
capacity of AgriSETA officials, training facilitators, host employers to evaluate the long-term
developmental impact of learnership interventions. Without systematic follow-up, it becomes
difficult to determine whether programme graduates secure employment, establish viable
enterprises, or disengage from sectoral participation. This weak feedback loop reduces

opportunities for curriculum refinement, resource reallocation, and policy adaptation.
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From an Institutional Theory perspective, this pattern reflects a tendency toward procedural
compliance rather than outcome-driven performance measurement. Organisations may prioritise
adherence to regulatory requirements and funding cycles, while longer-term developmental
objectives receive less operational attention. As a result, programme effectiveness is assessed in

terms of delivery outputs rather than socio-economic impact.

The integrated interpretation of quantitative and qualitative findings, therefore, indicates that
strengthening monitoring and evaluation frameworks is critical for enhancing programme
effectiveness. Establishing tracer systems, outcome-based indicators, and collaborative data-
sharing arrangements with training providers, employers, and support agencies may improve

institutional accountability and enable more responsive programme design.

7.6.3 Digital and Innovation Integration

Findings from this study indicate that although elements related to digitalisation and innovation
were present within AgriSETA learnership curricula, their practical integration into training
delivery remained uneven. Quantitative evidence presented in Chapter 5 showed comparatively
lower ratings for digital competence development and innovation readiness relative to technical
skill acquisition. These patterns suggest that while exposure to innovation-related concepts

existed, opportunities for applied learning were limited.

Qualitative insights from institutional stakeholders in Chapter 6 provide a contextual explanation
for these patterns. Respondents highlighted constraints such as limited access to appropriate
equipment, inconsistent connectivity in rural training environments, and restricted time allocated
to digital content in the curriculum. These structural and operational limitations affected the

extent to which facilitators could deliver innovation-oriented training in practice.

Stakeholders further indicated that digital and innovation competencies were often introduced at
a conceptual level rather than through sustained experiential engagement. This included limited
opportunities for trainees to interact with technology-enabled production systems, digital market
platforms, or data-driven farm management tools. Such findings align with broader literature on

vocational education in developing agricultural contexts, which notes that the presence of digital
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curriculum components does not necessarily translate into effective skills transfer without

adequate infrastructure and pedagogical adaptation (Choruma et al., 2024; Dibbern et al., 2024).

Taken together, the integrated evidence suggests that AgriSETA learnership curricula remain
strongly oriented toward technical skill formation, while the development of innovation and
digital capabilities is more variable. The extent to which curriculum exposure translates into
entrepreneurial readiness appears to depend on institutional capacity, facilitator practices, and the
availability of practical learning opportunities. These dynamics help explain the uneven
development of entrepreneurial outcomes identified in Chapter 5 and reinforce the importance of
strengthening systemic support for innovation-focused training delivery (Brown & Majumdar,

2020).

7.7 OBJECTIVE IV: MARKET ABSORPTION AND SUSTAINABILITY

This section considers the outcomes experienced by trainees after completing the learnerships,
focusing on both employment and entrepreneurial pathways. While some trainees secured short-
term employment or attempted small-scale enterprise activity, long-term continuity in either
pathway was limited. Progression beyond initial efforts was shaped by the structural conditions
discussed in the previous section, particularly access to finance, land or production space, and
reliable markets. As a result, trainees’ capacity to sustain economic activity depended less on

individual skill and more on the availability of external enabling conditions (Boye et al., 2023).

7.7.1 Employment Pathways

Findings from this study suggest that employment outcomes following participation in AgriSETA
learnership programmes were variable and often uncertain. Quantitative evidence presented in
Chapter 5 indicated modest levels of transition into sustained economic activity, with relatively
few respondents reporting progression into stable entrepreneurial or employment pathways.
These patterns point to structural limitations in the agricultural labour market's absorption

capacity.

Qualitative insights from institutional stakeholders presented in Chapter 6 provide further
contextual explanation. Respondents noted that while workplace exposure during learnership
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placements offered valuable practical experience, the availability of permanent employment
opportunities within host organisations remained limited. Employers were often constrained by
financial pressures, seasonal production cycles, and fluctuating labour demand, reducing their

ability to absorb trainees into long-term positions.

Stakeholders further observed that employment trajectories were frequently characterised by
intermittent engagement in short-term agricultural activities rather than sustained formal
employment. This reflects broader sectoral dynamics identified in the literature, in which skills
development initiatives improve employability but do not necessarily guarantee stable labour-

market integration in resource-constrained rural economies (OECD, 2021).

The integrated findings indicate that while learnership participation contributes to the
development of work-relevant competencies, employment sustainability is shaped by external
economic conditions and institutional support mechanisms beyond the scope of training provision

alone.

7.7.2 Enterprise Attempts and Continuity

Several trainees attempted to establish small-scale agricultural enterprises after completing the
learnerships, particularly where family or community land was available (Magadla et al., 2024).
These efforts demonstrated initiative and an intention to apply technical knowledge. However,
most enterprises remained micro in scale and were dependent on limited personal or household
resources. Participants described intermittent production cycles influenced by access to inputs,

seasonal variability, and available time.

Without structured post-training support or linkage mechanisms, trainees found it challenging to
maintain consistent production, reinvest earnings, or expand operations. As a result, enterprise
activity tended to be short-lived or supplementary to other income sources rather than a primary

livelihood strategy (Mgendi et al., 2021).
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7.7.3 Conditions Influencing Sustainability

Across both employment and entrepreneurial pathways, outcomes were primarily shaped by
structural conditions rather than individual ability. Even trainees who displayed strong technical
proficiency and motivation encountered challenges when attempting to maintain continuity in
their work or enterprise activities. The key factors influencing sustainability included access to

finance for inputs, secure production space, and stable market channels.

Where these enabling conditions were absent, trainees struggled to maintain momentum beyond
initial engagement. Facilitators and host employers noted that limited follow-up support and weak
linkage mechanisms further reduced the long-term viability of employment and enterprise

progression.

The evidence across both strands converges to show that while trainees possessed the technical
capability to participate in agricultural work and small-scale enterprise, stable market absorption
and sustained entrepreneurial activity were constrained by environmental conditions (Dhillon &
Moncur, 2023). Employment opportunities tended to be temporary, and enterprise attempts
remained small and challenging to sustain. These patterns reinforce the conclusion that post-
training outcomes depend on the interaction between individual capabilities and broader

structural opportunities.

7.8 CROSS-CUTTING SYNTHESIS

Findings from both the quantitative and qualitative phases indicate that AgriSETA learnership
participation contributed most consistently to the development of technical agricultural
competencies. Survey results presented in Chapter 5 showed comparatively high ratings for
practical skill acquisition. In contrast, qualitative interview evidence in Chapter 6 confirmed that

facilitators and host employers perceived improvements in participants’ workplace readiness.

However, the application of business and entrepreneurial competencies appeared more
constrained. Quantitative ratings for entrepreneurial capability were comparatively lower, and
interview findings suggested that many participants required continued guidance to translate

conceptual understanding into independent enterprise activity.
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The study further demonstrates that structural conditions significantly influenced post-training
economic outcomes. Survey evidence relating to limited access to finance, production resources,
and market opportunities corresponded with modest levels of transition into sustained
employment or entrepreneurial activity. Qualitative accounts reinforced the interconnected nature
of these constraints, indicating that challenges in one domain often intensified difficulties in
others. As a result, economic activity was frequently described as temporary or supplementary

rather than stable.

The findings suggest that while learnership programmes contributed to human capital formation,
sustainable entrepreneurial progression depended on the alignment between acquired
competencies and enabling contextual conditions. Variations in curriculum delivery, exposure to
digital tools, opportunities for applied practice, and access to post-training support influenced the
extent to which participants could convert training gains into viable livelihood pathways. These
results highlight the importance of integrating skills development interventions with broader

institutional and market support mechanisms.

7.9 IMPLICATIONS

This section outlines the implications of the findings for policy, programme delivery, post-
training support, and future research. The central conclusion of the study is that while the
learnerships strengthened trainees’ technical capability, the translation of this capability into
sustained employment or enterprise activity depended on the presence of enabling conditions
beyond the training context (Muwaniki et al., 2024). Addressing these conditions requires
coordinated action across training institutions, sector stakeholders, and support agencies to ensure

that pathways for practical application accompany skills development (Muwaniki et al., 2024).

7.9.1 Policy Implications

The findings suggest that policy interventions should focus on the structural barriers that shape
trainees’ post-training progression. In particular, access to financial support for start-up activities,
secure production space, and structured market entry pathways requires more deliberate
coordination between training authorities, agricultural development programmes, and local
economic agencies (CSIS, 2022). Strengthening alignment between national skills strategies,
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such as those outlined in the NDP and related rural development programmes, and local value-
chain initiatives may improve opportunities for trainees to convert technical capability into

sustained economic participation.

Policies that extend beyond training delivery to support post-training linkages, mentorship, and
funding mechanisms are likely to enhance the long-term impact of the learnerships. Greater
attention to digital inclusion and market information systems may also reduce barriers associated

with accessing buyers, networks, and administrative processes (Yuan & Sun, 2024).

7.9.2 Programme and Practice Implications

At the programme level, the findings highlight the need for stronger integration between technical
instruction and enterprise-oriented applications. Although trainees developed practical
agricultural competence, opportunities to apply business, financial, and market-related concepts
during training were limited (Edziwa & Blignaut, 2022). Structured activities, such as enterprise
simulations, cost-planning exercises, digital record-keeping tasks, and small-scale production

trials with support, may help bridge this gap.

Variation in facilitation practices also highlights the value of standardised instructional guidance,
including shared teaching materials, professional development for facilitators, and clearer
expectations regarding the contextualisation of the curriculum. Enhancing the practical linkage
between curriculum content, local markets, and digital tools would better prepare trainees for

independent decision-making after programme completion (Smalley, 2024).

7.9.3 Post-Training Support Systems

The findings emphasise the significance of structured post-training support in sustaining
employment or entrepreneurial activity. Several participants expressed uncertainty about
accessing advisory services, funding mechanisms, or market networks after the learnership
concluded. Establishing formal follow-up systems, including mentorship, extension services, and

linkages to agricultural cooperatives or support agencies, may improve continuity.

209



Access to shared production spaces, community resource hubs, incubator-style facilities, or
cooperative production models could also provide the infrastructural stability needed for trainees
to maintain activity beyond the training period. These forms of support would help ensure that

the benefits of the learnership extend into longer-term economic participation (He & Chen, 2024).

7.9.4 Implications for Future Research

Future research may examine the longer-term trajectories of trainees beyond the immediate post-
training phase to better understand how skills, opportunities, and constraints evolve (Mustajab &
Irawan, 2023). Comparative studies across provinces or agricultural sectors could identify which
organisational arrangements most effectively support sustained employment or enterprise

participation.

Further work could also explore collective or cooperative enterprise models, particularly in
contexts where individuals have limited access to finance, land, and market networks. Research
on embedded mentorship, digital advisory systems, and structured linkage programmes may offer

insights into scalable approaches for strengthening post-training transition outcomes.

The recommendations that follow are grounded in evidence from both strands of the study,
reflecting the need to strengthen competence, opportunity structures, and post-training support

mechanisms simultaneously.

710 RECOMMENDATIONS

The findings show that while the learnerships effectively strengthened technical competence,
entrepreneurial progression was constrained by systemic, curricular, and contextual barriers. The
recommendations that follow focus on the areas where learners faced persistent obstacles. They
are grounded in triangulated evidence from both strands of the study and identify the institutional,
structural, and pedagogical refinements needed to support more effective post-training pathways

(Sithole et al., 2024).
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7.10.1 Strengthening Post-Training Support

Learners often completed the programme with adequate technical ability but without the
sustained support required to apply these competencies independently. Many reported uncertainty
about where to access advisory services, markets, or operational guidance, which weakened early
attempts at enterprise activity. AgriSETA should introduce a structured post-training support
mechanism that includes mentorship, scheduled follow-up, and clear referral pathways to
agricultural advisors and enterprise development agencies (Boye et al., 2024). Strengthening

these linkages would support continuity and reduce early-stage attrition.

7.10.2 Improving Access to Finance

Access to finance was a significant constraint on learners’ ability to initiate or scale productive
activity. Although participants understood basic financial principles, they lacked feasible
pathways to secure start-up inputs or cover early operating costs. AgriSETA, in collaboration
with municipalities and development finance institutions, should establish tailored funding
options for graduates, including micro-grants, input vouchers, and subsidised starter packs with
transparent eligibility criteria (Zegeye et al., 2023). These mechanisms would reduce reliance on

household resources and support early momentum in enterprise development.

7.10.3 Enhancing Curriculum Integration

While the curriculum provided reliable technical grounding, the integration of business,
innovation, and digital competencies was uneven across training sites. Learners lacked structured
opportunities to apply these capabilities in realistic decision-making contexts. The curriculum
should include enterprise simulations, costing and budgeting exercises, digital record-keeping
tasks, and contextualised market-facing activities throughout the programme (Sari et al., 2025).

These enhancements would strengthen applied learning and improve entrepreneurial readiness.

7.10.4 Standardising Facilitation and Instruction

Variation in facilitation quality contributed to inconsistent learning experiences. Some facilitators
contextualised content effectively, while others relied heavily on theoretical instruction with
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limited practical engagement. AgriSETA should introduce clear facilitation guidelines,
standardised teaching resources, and regular capacity-building opportunities for facilitators to

ensure consistent delivery of enterprise-related content (Misko et al., 2021)

7.10.5 Addressing Infrastructure and Production Constraints

Limited access to secure production space restricted learners’ ability to practise or initiate
enterprise activity after completing the programme. AgriSETA and sector partners should explore
shared production areas, community-managed resource hubs, or cooperative production models
to provide reliable access to land, tools, and essential inputs (Aamohammed et al., 2025). These
arrangements would create stable conditions that enable learners to refine and sustain their

activities over time.

7.10.6 Improving Market Access

Market access remained a decisive barrier for learners attempting to commercialise their
activities. While participants could identify potential buyers, they struggled to secure consistent
demand or meet formal market requirements. AgriSETA should collaborate with producer
associations, retailers, cooperatives, and municipal agricultural units to establish structured
market linkage pathways and support learners in meeting quality and supply expectations

(Ndlovu & Masuku, 2021).

7.10.7 System-Level Coordination

Fragmented institutional arrangements limited learners’ ability to transition from training to
meaningful economic participation. AgriSETA should strengthen alignment between learnership
objectives, local agricultural value-chain initiatives, municipal development plans, digital
inclusion strategies, and youth enterprise programmes. Improved institutional coherence would
ensure that training, resources, and market opportunities are connected in ways that support

learner progression (Geza et al., 2023)

Across these areas, the evidence suggests that technical competence alone is insufficient to
sustain entrepreneurial progress. Effective outcomes depend on coordinated support, accessible
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opportunities, and a curriculum that links technical capability with commercial application in

consistent and contextually relevant ways (Muwaniki et al., 2024).

7.11 CONTRIBUTION TO THE BODY OF KNOWLEDGE

This study advances current knowledge by explaining how technical competence, entrepreneurial
capability, and structural conditions interact to shape post-training outcomes within AgriSETA
learnerships. Through its explanatory sequential mixed-methods design, the study clarifies why
competence alone is insufficient to support sustained economic participation and demonstrates
how institutional, contextual, and behavioural factors influence learner progression. The
contributions outlined below show how the study extends theoretical debates, strengthens
methodological practice, provides new empirical evidence, and offers practical guidance for
improving the design and implementation of agricultural learnerships (Kapazoglou et al., 2023).
By demonstrating how competence interacts with opportunity structures and support
mechanisms, the study shows that entrepreneurial progression requires systemic alignment rather

than skills acquisition alone.

7.11.1 Theoretical Contribution

The study advances theoretical understanding by integrating Institutional Theory, the Resource-
Based View, the Functional Theory of Value, and UTAUT to explain how entrepreneurial
capability develops within skills training systems. The findings extend RBV by illustrating that
internal capability is constrained when access to complementary external resources is limited.
They reinforce Institutional Theory by showing how structural barriers operate as pressures that

restrict learner progression and shape behavioural responses.

The study also highlights how limited exposure to digital tools influences technology confidence
and readiness, offering insights relevant to the UTAUT model. By combining these perspectives,
the study provides a more comprehensive account of learner progression than is typically

achieved by single-theory approaches (Getenet et al., 2024).
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7.11.2 Methodological Contribution

The study demonstrates the value of an explanatory sequential mixed-methods design for
evaluating vocational training programmes. The quantitative phase established patterns in
competence development, while the qualitative phase clarified how learners interpreted and
applied these competencies in practice. Triangulation strengthened interpretation by identifying
both convergence and meaningful divergence between strands, revealing structural constraints

that single-method designs may overlook.

The research, therefore, offers a replicable analytical approach for assessing learnership outcomes
and similar training interventions, particularly in contexts where opportunity structures vary

(Yusop et al., 2022).

7.11.3 Empirical Contribution

The study provides rare, context-specific empirical evidence on post-training outcomes for
AgriSETA learnerships in the Eastern Cape Province, an area with limited prior research. The
findings highlight disparities between technical competence and entrepreneurial readiness,

showing that resource constraints frequently hinder learners from sustaining economic activity.

The study further documents the significance of access to finance, secure production space,
market linkages, and digital readiness as determinants of post-training progression, offering new
insights into debates on rural enterprise development, youth participation in agriculture, and the

conditions required for meaningful economic engagement (Rogito et al., 2020).

7.11.4 Practical and Policy Contribution

The findings offer practical guidance for AgriSETA, training providers, municipalities, and
partner institutions. They highlight the need for more coherent post-training support, stronger
integration of business and digital competencies into the curriculum, and improved alignment
between skills development strategies and local economic opportunities. The study also clarifies

where system-level fragmentation hinders learner progression and provides evidence-based
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recommendations for enhancing the sustainability and impact of agricultural learnerships

(Rajuroy, 2025).

Taken together, these contributions demonstrate how capability, opportunity, and support interact
to shape post-training outcomes. The study provides a foundation for future research on
strengthening agricultural skills development in resource-constrained environments. It
contributes to broader debates on the systemic conditions required for sustainable youth

participation in agriculture (Geza et al., 2021).

7.12 LIMITATIONS OF THE STUDY

While this study provides important insight into the effectiveness of AgriSETA learnership
programmes in supporting entrepreneurial progression, several limitations should be

acknowledged in interpreting the findings.

First, the research adopted a single-case explanatory mixed-methods design focused on
agricultural learnerships in the Eastern Cape Province. Although this context offered a valuable
setting for in-depth investigation, the findings are analytically rather than statistically
generalisable. Economic structures, institutional arrangements, and labour market conditions
differ across provinces and sectors, which may influence the applicability of the results to other

SETA environments.

Second, participation in the qualitative phase depended on stakeholder availability and
organisational access. As a result, the range of perspectives represented may not fully capture the
diversity of programme implementation experiences across all training sites. Differences in

institutional capacity and operational conditions could therefore be unevenly reflected in the data.

Third, the quantitative strand relied on self-reported survey data to measure entrepreneurial
outcomes, including enterprise initiation, employment engagement, and perceived economic
participation. While such measures are widely used in entrepreneurship and vocational training
research, they may be affected by response bias, recall limitations, and subjective interpretation
of economic success. The absence of longitudinal enterprise tracking or formal verification

records limits the ability to independently confirm reported outcomes or assess business
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sustainability over time. However, the study mitigated this limitation through triangulation with
qualitative interview data, which provided contextual explanations for reported entrepreneurial
trajectories. Future research could strengthen measurement robustness by incorporating
administrative datasets, business registration records, or panel designs to track entrepreneurial

progression longitudinally.

Fourth, the timing of data collection limited the ability to evaluate longer-term entrepreneurial
sustainability and employment trajectories. The findings, therefore, reflect early post-training

patterns rather than fully matured livelihood outcomes.

Fifth, integrating quantitative and qualitative evidence in a sequential explanatory design presents
inherent challenges. Differences in sample composition, measurement formats, and levels of

contextual detail required careful interpretation when synthesising findings across strands.

Finally, as with all qualitative inquiry, interpretation of interview data may be influenced by the
researcher’s positionality and analytical judgement. Efforts were made to strengthen
trustworthiness through systematic coding procedures, audit trails, and the grounding of

interpretations in participant accounts.

These limitations do not diminish the value of the study. Rather, they clarify the boundaries within
which the findings should be understood and highlight the need for future research incorporating

longitudinal designs, multi-case comparisons, and stronger institutional data integration.

7.12.1 Geographic and Sector Scope

The study was conducted in the Eastern Cape Province, with a specific focus on agricultural
learnerships facilitated through AgriSETA. Although the region provides an important context
for understanding rural training pathways, its economic characteristics, institutional
arrangements, and resource conditions may differ from those of other provinces or SETA
environments. These differences limit the extent to which the findings can be generalised to other

settings (Ngumbela, 2021).
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7.12.2 Sampling and Participation Constraints

Participation in the qualitative phase depended on the availability and willingness of institutional
stakeholders. This may have limited the diversity of perspectives represented, as some training
providers, host employers, or officials were inaccessible during the data collection period. As a
result, specific organisational experiences may be underrepresented in the findings (Manara et

al., 2023).

7.12.3 Self-Reported Data Limitations

The quantitative strand relied on self-reported survey data, which carries inherent risks of
response bias. Learners may have overstated or understated their competence or progression due
to social desirability, recall constraints, or differing interpretations of questionnaire items.
Although steps were taken to minimise these effects, self-assessment measures remain subject to

such limitations (Durmaz et al., 2020).

7.12.4 Timing of Data Collection

Data was collected relatively soon after learners completed the programme. This limited the
ability to assess longer-term employment or entrepreneurial outcomes, as some trajectories may
only become evident over extended periods. The findings, therefore, capture early-stage patterns

rather than longer-term sustainability (Wao et al., 2025).

7.12.5 Resource and Context Constraints

The research was conducted within environments characterised by resource limitations, including
incomplete programme documentation, uneven training site conditions, and differing levels of
organisational support. These contextual realities may have shaped learner experiences and
influenced programme delivery, meaning that some observed patterns may reflect localised
conditions rather than universally occurring features of agricultural learnerships (Dhillon &

Moncur, 2023).
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These limitations do not detract from the value of the findings. Instead, they provide an important
interpretive frame that clarifies the study’s scope and identifies areas where further research may
strengthen understanding of long-term learner progression and programme effectiveness (Ruppar,

2025).

7.13 PROPOSED FRAMEWORK

The integrated findings suggest that learners’ progression from technical competence to sustained
economic participation depends on the alignment of three interrelated elements, namely
individual capability, access to enabling opportunities, and the presence of ongoing institutional
support. While the learnerships reliably developed technical skills, progression remained limited
when opportunities and support structures were weak or inconsistent. This section proposes a
framework that synthesises these insights into a structured model designed to strengthen post-
training outcomes and guide programme refinement across AgriSETA and partner institutions

(Freed et al., 2025).

7.13.1 Rationale for the Framework

The rationale for the framework arises from a clear pattern across the findings, specifically that
competence alone does not lead to sustained entrepreneurial progression. Learners demonstrated
adequate technical ability; however, their capacity to apply this competence was constrained by
external conditions, including insufficient funding, insecure production space, and limited market

acCCcEss.

The qualitative evidence further showed that the absence of continued mentorship or guidance
reduced learners’ confidence and narrowed their ability to respond to operational challenges.
These patterns indicate the need for a model that illustrates how competence interacts with

opportunity and support to produce meaningful post-training outcomes (Hu et al., 2021).
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7.13.2 Components of the Framework

The framework consists of three core components, each representing a necessary condition for
learners to convert training into viable economic activity. Sustainable progression occurs when

these components operate in combination.

i. Competence Pillar

This pillar encompasses the technical, business, innovation, and digital capabilities developed
during the learnership. The findings confirmed that while technical competence was reliably
achieved, entrepreneurial and digital competencies required greater emphasis and more structured

opportunities for application (Petropoulos, 2024).

ii. Opportunity Pillar
Learners’ ability to act on their competence depended on access to essential economic conditions,
including finance, secure production space, and markets. These opportunities determined whether
learners could translate capability into tangible enterprise activity.

il Support Pillar
Ongoing support was a critical determinant of post-training continuity. Learners required

mentorship, advisory services, and institutional linkages to navigate early operational challenges.

The absence of these mechanisms weakened early-stage momentum.

7.13.3 Framework Illustration

The interaction between the three pillars is illustrated in the figure below. The model emphasises
that sustainable entrepreneurial progression emerges only when competence intersects with
opportunity and support. Gaps in any pillar interrupt the transition from training to meaningful

economic participation (Venesaar et al., 2021)
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Figure 21: Integrated Framework for Sustainable Post-Training Entrepreneurial
Progression

7.13.4 Explanation of the Framework

The framework shows that technical competence forms a necessary foundation; however,
meaningful progression depends on whether learners can access the opportunities and support
required to operationalise their capabilities. The opportunity pillar captures the external economic
conditions needed for enterprise activity, while the support pillar highlights the institutional
mechanisms that help learners sustain momentum. The model demonstrates that the intersection
of these pillars represents the point at which learners are most likely to progress beyond initial

learning and into sustained economic participation (Henning et al., 2022).

7.13.5 Implications of the Framework

The framework provides several implications for strengthening learnership design and post-
training outcomes. It highlights the need for curriculum refinement to better integrate business,
innovation, and digital competencies. It also underscores the importance of coordinated
institutional support that links learners to finance, land, and markets in ways that are responsive
to local conditions. For policymakers and implementing partners, the model offers a basis for
aligning skills development initiatives with broader agricultural development strategies (Asante,

2025).

The framework synthesises the study’s core insights into a structured model that clarifies how

capability, opportunity, and support interact to shape post-training outcomes. It provides a
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practical tool for guiding programme refinement and for strengthening the coherence of post-

training pathways within agricultural skills development systems (Geza et al., 2021).

7.14 CONCLUSION

This chapter integrated the findings from both research strands to provide a consolidated
interpretation of how AgriSETA learnerships shaped learners’ technical competence,
entrepreneurial capability, and post-training progression. The evidence demonstrated that
although learners developed reliable technical skills, their transition into sustained economic
activity was constrained by external conditions, including limited access to finance, insecure
production space, and restricted market pathways. The qualitative findings further highlighted
the importance of continued mentorship and institutional linkages, confirming that competence

alone is insufficient without the enabling conditions required to act on it.

Drawing these insights together, the chapter presented recommendations for strengthening
curriculum delivery, institutional coordination, and post-training support. It outlined the study’s
theoretical, methodological, empirical, and practical contributions and acknowledged the
limitations that shape the boundaries of the analysis. The proposed framework synthesised the
study’s key findings, illustrating how capability, opportunity, and support must intersect for
sustained post-training progression to occur. The chapter reinforces that the effectiveness of
agricultural learnerships depends not only on the development of technical competence but also
on the presence of accessible opportunities and coherent support systems that enable learners to

translate their skills into meaningful and sustained economic participation (Muwaniki et al.,

2024).

The chapter demonstrates that while learnerships successfully build technical capability, the
extent to which these competencies translate into sustainable entrepreneurial or employment
outcomes ultimately depends on the structural, institutional, and contextual conditions that shape
learners’ post-training realities. This integrated understanding provides a foundation for
improving programme design, strengthening support mechanisms, and informing future research

on agricultural skills development in resource-constrained environments.
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ANNEXURES
INFORMED CONSENT LETTER

UNIVERSITY OF KWAZULU-NATAL
GRADUATE SCHOOL OF BUSINESS AND LEADERSHIP
Doctor of Business Administration
Researcher: Thando Nxele |
223058549@stu.ukzn.ac.za
Supervisor: Dr Tony Ngwenya (031 260 7825)

ngwenvat2(@ukzn.ac.za

Research Office: hssrec@ukzn.ac.za (031 260 8350/3587)

Assessing the effectiveness of Sector Education and Training Authority learnerships in
promoting entrepreneurial growth: A case study of AgriSeta, Eastern Cape Province, South

Africa.

Dear Respondent

I am Thando Nxele, a DBA candidate at the GSB&L, UKZN. I am conducting a research study
as part of my degree requirements and inviting you to participate in my research project. This

letter provides information about the study to help you decide whether you want to participate.

1. Purpose of the Study:

The study aims to assess the effectiveness of SETA (Sector Education and Training Authority)
learnerships in promoting entrepreneurial growth, explicitly focusing on AgriSETA in the Eastern

Cape Province.

2. Study Procedures:

The study will use a mixed-method approach, including quantitative and qualitative data
collection methods. If you agree to participate, you will be asked to complete a questionnaire and
participate in a semi-structured interview. The questionnaire will include closed and open-ended

questions related to the research objectives and will take approximately 20 minutes to complete.
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The semi-structured interview will take around 40 minutes.

3. Voluntary Participation:

Your participation in this study is entirely voluntary. You have the right to withdraw from the
study at any time without penalty or loss of benefits to which you are otherwise entitled. If you
decide to withdraw, the information collected from you before withdrawal may still be used in

the research unless you specifically request otherwise.

4. Confidentiality:

All information collected in this study will remain confidential and will be used for research
purposes only. Your identity will not be disclosed in any reports or publications resulting from
this study. Data will be stored securely and will only be accessible to the research team.

Pseudonyms will be used to protect your identity.

5. Risks and Benefits:

There are no known risks associated with participating in this study. While there may not be direct
benefits to you, your participation will contribute to a better understanding of the effectiveness
of AgriSETA learnerships in promoting entrepreneurial growth, which could inform future

policies and practices.

Please contact either my supervisor or me if you have any questions or require additional

information about the study.

Sincerely

Thando Nxele Date
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CONSENT:

By signing this consent form, you agree to participate in the study and confirm that you have read

and understood the information above.

I, (Participant’s Name), have read and

understood the study details. I agree to participate in the study voluntarily.

Participant’s Signature Date

Thank you for your time and participation.
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QUESTIONNAIRE FOR AGRISETA LEARNERSHIP PARTICIPANTS

SECTION A: DEMOGRAPHIC INFORMATION

Tick

1. | Age:

18-25

26-35

36-45

46-55

56 and above

2. | Gender:

Male

Female

Other

3. | Highest Level of Education:

No formal education

Primary school

High school

Diploma/Certificate

Bachelor's degree

Postgraduate degree

4. | Region:

Urban

Rural
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SECTION B: PARTICIPATION IN AGRISETA LEARNERSHIP

5. | How did you learn about the AgriSETA learnership programme?

Advertisement

Referral

Community organisation

Other (please specify)

6. | What year did you participate in the AgriSETA learnership programme?

2021

2022

2023

2024

Other (please specify)

7. | Which specific AgriSETA learnership programme did you participate in?

Livestock farming

Crop production

Agricultural business management

Other (please specity)
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SECTION C: IMPACT ON ENTREPRENEURIAL SKILLS AND COMPETENCIES

8.

To what extent did the learnership improve your technical agricultural skills?

Not at all

To a small extent

To a moderate extent

To a great extent

To a very great extent

To what extent did the learnership improve your general business competencies?

Not at all

To a small extent

To a moderate extent

To a great extent

To a very great extent

10.

How confident do you feel about starting your business after completing the

learnership?

Not confident

Slightly confident

Moderately confident

Very confident

Extremely confident

11.

Have you started your own agricultural business since completing the

learnership?

Yes

No
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12.

If yes, how long after completing the learnership did you start your business?

Immediately

Within 6 months

Within 1 year

More than 1 year

13.

What challenges have you faced in starting and running your business? (Select

all that apply)

Lack of funding

Limited access to markets

Inadequate training facilities

Lack of mentorship and ongoing support

Other (please specify)

SECTION D: EVALUATION OF LEARNERSHIP PROGRAMME

14.

How would you rate the quality of the training you received during the

learnership?

Poor

Fair

Good

Very good

Excellent

15.

How relevant was the curriculum to your objective and world agricultural

entrepreneurial needs?

Not relevant

Slightly relevant

Moderately relevant

Very relevant
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Extremely Relevant

16.

To what extent did the programme address digital literacy, climate, and

innovative agricultural practices?

Not at all

To a small extent

To a moderate extent

To a great extent

To a very great extent

17.

How effective was the collaboration between AgriSETA and other stakeholders
(e.g., industry representatives, financial institutions) in supporting your

entrepreneurial activities?

Not effective

Slightly effective

Moderately effective

Very effective

Extremely effective

SECTION E: RECOMMENDATIONS AND FEEDBACK

18.

What improvements would you suggest for the AgriSETA learnership programme to

better support aspiring agricultural entrepreneurs?
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19. | Any additional comments or suggestions?

Thank you for participating.
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INTERVIEW GUIDE

SECTION A: Demographic details of participant

1.

Your Title:

2.

Organisation:

3.

Location:

Gender:

Male

Female

Other (please Specify): .....cccovvvvviiereercieeneenne.

Years of experience in conducting or overseeing

AgriSETA learnerships:

0-2 years

3-5 years

6-7 years

8-9 years

10 years or more

SECTION B: Effectiveness of AgriSETA learnerships in promoting entrepreneurial skills

and competencies

6. Based on your experience, how effective are AgriSETA learnerships in providing
entrepreneurial skills and competencies to trainees?

7. Can you provide specific examples of former trainees who have successfully applied the
skills and competencies gained from AgriSETA learnerships in their entrepreneurial
ventures?

8. In cases where former trainees' entrepreneurial ventures have failed, to what extent do
you attribute this failure to gaps or limitations in the AgriSETA learnership programme?

9. How do the institutional context and power dynamics within AgriSETA and partner
organisations influence the effectiveness of the learnerships in promoting entrepreneurial

skills and competencies?
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SECTION C: Impact of AgriSETA learnerships on the entry of new entrepreneurs

10. To what extent have AgriSETA learnerships contributed to the creation of new
entrepreneurial ventures by former trainees?

11. What skills and competencies gained from AgriSETA learnerships have been most
valuable for trainees in starting their businesses?

12. How do AgriSETA and partner organisations track and monitor the entrepreneurial
activities of former trainees to assess the impact of the learnerships on new venture
creation?

13. What barriers or challenges do former AgriSETA trainees face in transitioning from the

learnership programme to starting their entrepreneurial ventures?

SECTION D: Collaboration of entrepreneurship, innovation, and digitalisation in

AgriSETA learnerships

14. To what extent does the current AgriSETA learnership curriculum incorporate elements
of entrepreneurship, innovation, and digitalisation?

15. How can the integration of entrepreneurship, innovation, and digitalisation in the
AgriSETA learnership curriculum be improved to better address the needs of prospective
entrepreneurs?

16. What role can partnerships with industry, academia, and government play in enhancing
the collaboration of entrepreneurship, innovation, and digitalisation in AgriSETA

learnerships?

SECTION E: Role of AgriSETA learnerships in accelerating market absorption

opportunities

17. How do AgriSETA learnerships currently contribute to the market absorption of trainees
into the agricultural sector?

18. What skills and competencies gained from AgriSETA learnerships are most valuable for
trainees in securing employment or market opportunities in the agricultural sector?

19. How can the AgriSETA learnership curriculum be enhanced to better align with the skills
and competencies demanded by the agricultural market?

20. What partnerships or collaborations can AgriSETA and partner organisations pursue to

increase market absorption opportunities for learnership graduates?
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SECTION F: Proposed framework for enhancing entrepreneurship education in

AgriSETA learnerships

21. Based on your experience and insights, what key components should be included in a
framework for enhancing entrepreneurship education's application, monitoring, and
evaluation in AgriSETA learnerships?

22. How can the institutional context and power dynamics within AgriSETA and partner
organisations be leveraged to support the implementation of such a framework?

23. What role can the Functional Theory of Value and Resource-Based View play in
informing the design and delivery of entrepreneurship education in AgriSETA
learnerships?

24. How can the proposed framework be operationalised and sustained over time to ensure

the continuous improvement of entrepreneurship education in AgriSETA learnerships?

Thank you for your participation!
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GATEKEEPERS LETTER

»“41 P O Box 23378, Gezna, 0031
: 4 AgriSETA House
B WQ 520 Belvedere Street, Arcadia, 0033

F 0 4

Tel (012) 301 5800

AgriSETA s

ACRCULTURAL SSCTOR EDUCATION TRAINING AL THOR ™Y Email: info@agriseta.co.za

Ms. / Mr .Thando NXele
University of KwaZulu Natal ( Student — No-223058549)
Email: 223058549@stu ukzn ac.za

movie: [N

Dear Ms/Mr Nxele

RE: LETTER OF PERMISSION TO CONDUCT STUDY RESEARCH WITH
AGRISETA ON A TOPIC: "Assessing the Effectiveness of SETA Leamerships in
Promoting Entrepreneurial Growth: A Case Study of AgnSETA, Eastern Cape,”

This letter serves to permit you to conduct research with the AgriSETA as part of
your Doctor of Business Administration studies through KwaZulu Natal University.

This research may include interviews and/or surveys and the approval is granted
providing the information gathered is used solely for research purposes and that the
research dissertation is shared with the AgriSETA upon completion.

All the best with your research

Innocent Sirovha(Dr)
Chief Executive Officer
23 July 2024

* M3 GS Sepeng - Chalrperson « innocent Sirovha (Dr) - Chief Execuive Offcer « Ms M Burger - Member « Ms B Cele - Member ¢ Ms L Ggokoma - Member
© Mr A Kriel — Member « M3 P Luwaca - Memmber « Mr M Mahanjana - Member ¢ Adv. E MRiongo - Member « Mr M Mngomezul - Member « M3 S Mthembu - Member
* Mr A Rabe - Member ¢ Ms K Senyatsi - Member o Mr K Tsimatsima - Member « Mr C van der Rheede - Member « Mr M Dianga - Company Secretary
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LOVEDALE CONFIRMATION LETTER

higher education
S22 5 uaining g LOVEDALE
g ) Ihpus L2k ook : TVET COLLEGE
”“g?;‘::;ﬁ Enquirivs: ivaac mbengol@iovedale org 2a
mnmumm : Avting Principal
B 1M M TG
PEREET 0] November 2024
ALKCE camPuUs
Fism Bt Pear Thundo Nxcle
T a5 71
A} 78 FRA0Y LOVID
KING CAMPUS
G dS  Rescurch Titls:
wommine || Awesing the Effectiveness of SETA Learnerships in Promoting
szmimine  Enireprencarial Growth: A Case Study of AgriSein, Eavtern Cape.”"

T G35 P56
T 7R 220

21 e TVE kg
0 NS trg o

W lavadalsadu,za

Weare pleased Lo annvunee that we have approved your request Lo gather data
from staff at Lovedale TVET College for your resedrcls dissertation!

Ta envure 2 smoeth coltaboralion, we kindly ask that you adhere 10 the
following lwa conditions:
*  Pleuse share your study’s resulls with the college.

® Ensure thal the study docs net interfere with aitiem 1imues, and that
wiucators are oot vequired 10 compromise their tesching periods
becausc of their invislvement in e sludy.

We are exaated ahout your research und look forward W seeing the results. Best
of luck with your projoct!

Kind Reeards

Mr IT Mbengo
Actlng College Principal




ETHICAL CLEARANCE

P UNIVERSITY OF ™
B KWAZULU-NATAL
i fia INYLVES|

™, TAKWAZULU-NATALI

25 March 2026

Thando Raymond Nxele (223058549)
Grad School of Bus & Leadership
Westville Campus

Dear TR Nxele,

Protocol reference number: HSSREC/00008125/2025
Project title: Assessing the effectiveness of sector education and training authority leamerships in promoting
entrepreneurial growth: A case study of AgriSeta, Eastern Cape
Amended Project title: Assessing the effectiveness of Sector Education and Training Authority learnerships in
promoting entrepreneurial growth: A case study of Agriseta, Eastern Cape Province, South Africa.
Degree: PhD

Approval Notification — Amendment Application

This letter serves to notify you that your application and request for an amendment received on 25 March 2026
has now been approved as follows:

* Change in title
Any alterations to the approved research protocol i.e. Questionnaire/Interview Schedule, Informed Consent
Form; Title of the Project, Location of the Study must be reviewed and approved through an amendment
/modification prior to its implementation. In case you have further queries, please quote the above reference
number.
PLEASE NOTE: Research data should be securely stored in the discipline/department for a period of 5 years.
HSSREC is registered with the South African National Health Research Ethics Council (REC-040414-040).

Best wishes for the successful completion of your research protocol.

Yours faithfully

Dr Shamila Naidoo (Interim Chair)

fdd

Humanities & Social Sclences Research Ethics Committee
UKZN Ressarch Ethics Office Westville Campus, Govan Mbekl Bullding
Postal Address: Private Bag X54001, Durban 4000
Tol: 27 31 260 B350 | 4557 | 3587

Waebsite: hitp.firessarch ukzn ac za/Ressarch-Ethics/
Founding Campuses m Ecgewoor W Heword Cellege Madcol Schoel - Pelrmanizburg - Weslvile

INSPIRING GREATNESS
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