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INTRODUCTION 

Following nearly two decades of neglect, technical vocational education and training 
(TVET) has now become an area of interest for governments, philanthropists, and donor organi-
zations across the Global South economies, including the sub-Saharan region of Africa (King & 
Palmer, 2010). In such world contexts, it is imperative to understand that decades of colonization 
did more harm than good. Hence, in post-colonial Africa, access to higher education is hotly 
contested. The "Fees Must Fall" protests demonstrated how South African youth would risk their 
lives to demand their right to tertiary education. In terms of popularity, university education, 
being the most preferred form of higher education (Nkambule & Ngubane, 2023a) is followed by 
technical and vocational education and training (TVET). The United Nations Educational, 
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Propounded by reflective theory, this qualitative case study drew on TVET lecturers' 
reflective evaluations of factors that they considered to have a bearing on optimal 
supervision and delivery of the National Certificate (Vocational) curriculum. Data were 
collected from participants across three campuses of a TVET college in the Eastern 
Cape Province, South Africa. Twelve lecturers of different seniority were purposively 
sampled and interviewed in two focus group sessions. The first focus session involved 
six participants: four post-level 2 and two post-level 3 personnel recognized by the 
South African Council for Educators (SACE) as "office-based lecturers" and classified 
within the middle management echelon of curriculum management and supervision. 
The second focus group session entailed six post-level 1 personnel (recognized by 
SACE as "classroom-based lecturers"). The findings problematized (1) the Depart-
ment of Higher Education and Training’s failure to monitor and evaluate curriculum 
delivery processes; (2) a lack of comprehensive professional development opportu-
nities for classroom-based lecturers; (3) poor coordination of work-integrated learning 
(WIL) programs and processes; (4) curriculum supervisors’ limited time for classroom 
visits due to heavy administrative workload; (5) the absence of communities of prac-
tice for knowledge sharing purposes among lecturers; (6) students' language barriers, 
which led to low pass rates; (7) shortage of qualified student support practitioners and 
onsite academic support programs; and (8) unreliable Internet connectivity and rigid 
access to technology infrastructure. The study recommends that the college leadership 
should address these challenges by applying all possible measures to optimize lecturers' 
curriculum supervision and delivery practices at the selected TVET college. 

This is an open access article under the CC-BY-SA license.  

To cite this article (in APA style): 
Williams, A., Prins, K., Nkambule, B., & Ngubane, S. (2024). Understanding barriers to optimal supervision and 
delivery of the National Certificate (vocational) curriculum through TVET college lecturers’ reflective 
evaluations. REID (Research and Evaluation in Education), 10(1), 80-98. 
doi:https://doi.org/10.21831/reid.v10i1.72274 

https://creativecommons.org/licenses/by-sa/4.0/
https://doi.org/10.21831/reid.v10i1.72274


 10.21831/reid.v10i1.72274 
Angelona Rewhydah Williams, Karel Prins, Bongani Innocent Nkambule, & Sindile Amina Ngubane 

Page 81 - Copyright © 2024, REID (Research and Evaluation in Education), 10(1), 2024 
ISSN: 2460-6995 (Online) 

Scientific, and Cultural Organization (UNESCO, 2016, p. 2) succinctly defines "TVET as [a 
learning experience that encapsulates] education, training, and skills development relating to a 
wide range of occupational fields, production, services, and livelihood". Njenga (2020, p. 4) sees 
it as "a feature of the education system that cuts across various sectors and institutions, providing 
both formal and informal training". Students' reasons for choosing TVET education vary. These 
may include not meeting the university selection criteria, being unable to afford a university 
education, or being a kinaesthetic learner more inclined to practical learning. What is clear is that 
TVET education is becoming a preferred option for many young people who want to acquire 
comprehensive skills and practical exposure to the world of work (Nonyana et al., 2024).  

There is a belief that TVET education can help decolonize the South African higher 
education landscape (Anthonie, 2019) and mitigate youth unemployment (Du Plooy & Du Preez, 
2022). However, for it to live up to these expectations, Anthonie (2019) and Marimo (2020), 
supported by Terblanche and Bitzer (2018), argue that it must be subjected to a rigorous curric-
ulum reform process. Simultaneously, UNESCO-UNEVOC (2017) stresses the need to develop 
a context-specific TVET curriculum, effective curriculum teaching, and responsive curriculum 
delivery management strategies. Additionally, Levin et al. (2021) cogitate that a reformed TVET 
curriculum has the potential to convey solid practical skills and practice-oriented skills that can 
help expedite the integration of the Global South youth into the world of work. Therefore, the 
urgent transformation of the TVET sector is necessary, especially amid some employers’ growing 
dissatisfaction with university graduates who come to the industry insufficiently capacitated with 
practical skills (Jaichand & Vimba, 2023).  

Evidence suggests that a well-reformed TVET curriculum promotes "work readiness in the 
new knowledge economy" (Nefdt, 2015, p. ii) by "equip[ing] youth and adults with the skills re-
quired for employment, decent work and entrepreneurship" (UNESCO, 2017, p. 8). The Nation-
al Certificate Vocational (NCV) is one such qualification whose curriculum consists of different 
learning streams designed to transmit theory and practical experience in different vocational fields 
of specialization in a simulated workplace environment. Research indicates that the curriculum 
delivery experiences of lecturers are likely to present diverse perspectives in different TVET 
contexts (Brand, 2021). This may also be the reason why extant literature points to two perspec-
tives. There is the one that cites lecturers' lack of proper training, low grasp of NC(V) curriculum 
content (Ngubane, 2016), lack of motivation, professional support, and heavy administrative 
workload (Makole, 2015) as having a bearing on NC(V) curriculum delivery. Another perspective 
also demonstrates that through teamwork, proper planning, and execution, NC(V) curriculum 
delivery yields a transfer of context-specific industrial practices and life skills (Nefdt, 2015).  

A review of the literature points to the scantiness of research profiling the relationship 
between professional development and job execution levels (or efficacy) of lecturers in South 
African TVET institutions (Govender & Dhurumraj, 2024; Msibi, 2015; Ngubane-Mokiwa & 
Khoza, 2016). The dominance of a finding that the NC(V) learning programs are besieged by low 
completion rates (Buthelezi, 2018; Khuluvhe & Mathibe, 2021; Kraak, 2013; Nonyana et al., 
2024; Nthako, 2020; Williams, 2021), precipitated the conceptualization and implementation of 
the study, to explore factors/barriers affecting the optimal effectiveness of the supervision and 
delivery of the NC(V) curriculum in a TVET college in the Eastern Cape Province of South 
Africa, as propounded by the following research questions: 

RQ1: Which factors do lecturers in charge of curriculum management consider as barriers 
to optimal supervision of curriculum delivery in a South African TVET college?  
RQ2: Which factors do classroom-based lecturers consider as barriers to the optimal 
delivery of the NC(V) curriculum in a South African TVET classroom context?  
The following sections dissect the position of extant literature regarding the topic and 

theoretical framing of the study, followed by concise discussions of how research methodologies 
and ethics were employed to investigate the research problem. The last segment of the study dis-
cusses the findings related to recommendations to improve practice.  



 10.21831/reid.v10i1.72274 
Angelona Rewhydah Williams, Karel Prins, Bongani Innocent Nkambule, & Sindile Amina Ngubane 

Page 82 - Copyright © 2024, REID (Research and Evaluation in Education), 10(1), 2024 
ISSN: 2460-6995 (Online) 

The Socio-Political Impact of Post-Apartheid TVET Institutions  

In 1994, following a resounding victory of the African National Congress in the national 
elections, South Africa ushered into a democratic political dispensation colloquially called the 
"New South Africa." Such political gains will go down in history as they have allowed historically 
disadvantaged youth access to post-school education and training. Matabane et al. (2022) echo 
this sentiment by stating that the annulment of racially motivated institutional policies that pre-
cluded a majority of black youths from gaining access to higher education marked a milestone in 
the fight against exclusionary education policies. These policies are responsible for the diversified 
student populations found in public higher education institutions. TVET is touted as one of the 
available post-schooling sectors that can respond "to the human resource needs of the country 
for personal, social, civic, and economic development" (Terblanche 2017, p. 2).  

Records show that, despite the TVET sector having a long history in South Africa dating as 
far back as the 1800s (Nzimande, 2023), it was the post-apartheid political dispensation that 
accentuated its relevance in promoting access to affordable post-school education. The relevance 
of the sector is lucidly documented in a report authored by the Department of Higher Education 
and Training (DHET), which expounds that the 2016 figure of 705,397 students (Department of 
Higher Education and Training, 2019) made its way up from the 345,000 margin of 2010 
(Department of Higher Education and Training, 2014). Notwithstanding many other achieve-
ments in the country’s post-school education and training landscape, the report largely showcases 
the inroads made to assimilate students from disadvantaged social settings into the TVET sector. 
These students are said to be spread across different learning specializations of the National 
Technical Education Diploma (N1 to N6), National Certificate (Vocational) (Dlamini, 2014), and 
learnership programs (with the latter conducted in conjunction with the Sector Education and 
Training Authorities [SETAs]) (Matabane et al., 2022). From the onset, most of the learning 
programs on offer, especially the NC(V) and learnerships, were designed to capacitate students in 
the vocational education system with future ready-skills and orient them to problem-based 
learning, self-directed learning, and creative thinking as per the dictates of the different sectors of 
the knowledge economy/4IR (Nkambule & Ngubane, 2023a, 2023b).  

“From the skills-demand perspective, the greater supply of educated female talent on the 
labor market is good news for talent-stretched high-growth sectors” (World Economic Forum, 
2017, p. 1). With that said, the notion of 4IR careers being not so much about “leveraging one’s 
masculinity to do the job” but more about “the application of context-specific tacit knowledge 
and competencies to do the job” has had a positive effect on gender redress in South African 
TVET college classrooms. To that end, the South African TVET sector has cemented its posi-
tion as one of Africa's transformed and gender-balanced learning ecologies. A study by Khuluvhe 
and Mathibe (2021) established that female TVET students enrolled in different specializations of 
the NC(V) learning programs had a high completion rate and academic resilience during their 
studentship. According to the 2017 headcount, the NC(V) programs comprised 142,373 students, 
of whom 90,099 were female and 52,274 were male (Department of Higher Education and 
Training, 2020a). Meanwhile, the NATED programs had a total of 282,609 female students 
versus 227,544 male students (Nghonyama et al., 2023).  

“Diversity and inclusivity in the modern-day classroom are important as students coming 
from different backgrounds bring with them a variety of learning experiences, knowledge values, 
abilities, and skills to each course” (Mahlangu & Mtshali, 2024, p. 166). Much of the student 
diversity that populates TVET college campuses (Mudau, 2018) is indicative of the success of the 
government initiatives that were put in place to render the sector accessible to students who 
otherwise would not have had the opportunity to gain access to it and earn a qualification that 
will transform their livelihoods (Du Toit-Brits & Roodt, 2017). Moreover, the National Student 
Financial Aid Scheme (NSFAS) has, over the years, enabled a significant number of students 
from marginalized corners of society to acquire post-school education through the TVET system 
(Anthonie, 2019; Nkambule & Ngubane, 2023b; Yende, 2021). Despite its shortcomings (Bhorat 
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et al., 2018; De Villiers, 2022, 2023; Goyayi, 2021; Maphumulo, 2021; Matukane & Bronkhorst, 
2017; Matyana et al., 2023; Nkambule & Ngubane, 2023b; Yende, 2021), the NSFAS will go 
down in history as a transformative legislative framework that has drastically accelerated gender 
and participation parities in the vocational education sector and other sectors within the umbrella 
of postschool education and training. A similar conclusion was reached by Bhorat et al. (2018), 
who noted that the number of beneficiaries of the scheme, specifically women, African, coloured, 
and Indian higher education students, has increased exponentially within a relatively short space 
of time. 

Some Notable Reforms Aimed at Professionalizing the TVET Sector  

Massell (2001) describes education reforms as a series of policy-informed changes that im-
prove the efficiency of public educational processes by ensuring that the extension of education 
as a public service is complementary to the needs and values of contemporary society systems. In 
healthy democracies, educational reforms, inter alia, redress disparities along issues of race, human 
conditions (i.e. disability), socio-economic conditions, and gender of students; they also seek to 
transform the state of institutional funding models, resource mobilization, student support 
mechanisms, and institutional cultures. Buthelezi (2018) contends that much of what contributed 
to the staggering TVET enrolment can be referenced to the implementation of the post-school 
education reforms, most of which occurred between 2000 and 2017, discussed as follows.  

TVET Image Branding and Resource Mobilization 

The National Development Plan (NDP) regards technical vocational training as the 
nation's answer to technical skills shortages. It has set a target for TVET colleges to produce 2.5 
million skilled workers by 2030 (National Planning Commission of the Republic of South Africa, 
2012). The NDP gives the government powers to determine the kinds of reforms needed to 
optimize the productivity of public TVET institutions and exercise oversight of the implementa-
tion of such reforms. Following a nationwide merger of 152 colleges into 50 multi-campus 
colleges, the name "technical colleges" was changed to "further education and training colleges", 
only to be later changed to "technical and vocational education and training (TVET) colleges" 
(Williams, 2021). The outcome of the merger yielded more than 300 campuses (St Claire, 2023) 
spread across urban and rural areas in all nine provinces of South Africa. Consistent with the 
Continuing Educators Act 16 of 2006, TVET colleges were moved from the control of the 
Department of Basic Education and Training (DBE) to the Department of Higher Education 
and Training (DHET) (Sithole, 2020). To align the status of TVET teaching with higher educa-
tion academic designations, the "educator" status was done away with in favor of "lecturer" 
(Ncobela, 2022). Shortly thereafter, the government allocated R1,9 billion to TVET colleges to 
cover the shortage of teaching and learning materials, procure ICT tools, and refurbish the 
physical infrastructure of colleges (Ralushai, 2021). It can be argued that despite having narrowed 
down resource scarcity in TVET college campuses, misappropriating portions of funds rendered 
the recapitalization program a partial rather than a resounding success (Buthelezi, 2018).  

The National Policy Framework for FET Lecturer Qualifications, which emphasizes life-
long learning for TVET personnel, precipitated the designing of new professional development 
qualifications with in-service lecturers of different ranks and educational backgrounds in mind. 
They include the Advanced Diploma in TVET for in-service (and in some cases pre-service) lec-
turers in possession of a professional qualification and field experience for them to acquire peda-
gogical skills and a Postgraduate Diploma in TVET for in-service lecturers who already possess 
pedagogical qualification and/or professional qualification to deepen their teaching and curric-
ulum management efficacy. These qualifications were designed to "attempt to decolonize the 
pedagogy of TVET lecturers" (Yassim et al., 2019, p. 15) by orienting them to vocational peda-
gogy, 21st-century teaching approaches, and professional practices. Moreover, when teaching in 
the 4IR context, technological advancements bind education practitioners to undergo continuous 



 10.21831/reid.v10i1.72274 
Angelona Rewhydah Williams, Karel Prins, Bongani Innocent Nkambule, & Sindile Amina Ngubane 

Page 84 - Copyright © 2024, REID (Research and Evaluation in Education), 10(1), 2024 
ISSN: 2460-6995 (Online) 

professional development (CPD) and reskilling (Magagula & Awodiji, 2024; Nkambule, 2020, 
2023a). Suffice it to mention that all the efforts made by the government demonstrate that it fully 
understands the importance of strengthening the credibility and image of the TVET education 
system as a brand that can offer comprehensive learning programs that meet the standards of the 
industry (Abd Hamid & Othman, 2024) through cost-effective means. 

The Phasing in of the National Certificate (Vocational) Curriculum 

The NC(V) is an occupationally directed vocational curriculum divided into different dis-
ciplines of specialization ranging between levels 2, 3, and 4 of the National Qualifications Frame-
work (NQF) offered by all public TVET Colleges countrywide (Umalusi Council for Quality 
Assurance in General and Further Education and Training, 2016). Qualifications were introduced 
to respond to the demand for priority skills in the modern South African economy. The NC(V) 
courses cater to students in possession of Grade 9 (Nkalane, 2015) and those in possession of 
Grade 10 to 12 who want to enter the vocational education stream to acquire practical learning 
experience and exposure to industrial practices (Western Cape Government, 2020). For each 
level of training, a certification is awarded. After three years of studying, a student acquires a level 
4 certificate, which enables them to pursue further education or employment. Table 1 provides 
the areas of specialization currently offered by public TVET colleges countrywide. 

Table 1. NC(V) Fields of Specialization (Umalusi Council for Quality Assurance in General and 
Further Education and Training, 2016) 

Engineering and ICT Specializations Business Specialisations Services Specializations 

- Civil Engineering and Building Construction  

- Infrastructure Construction  

- Engineering and Related Design 

- Process Instrumentation  

- Process Plant Operations 

- Drawings 

- Electrical Engineering 

- Mechatronics 

- Information Technology and Computer Studies 

- Finance, Economics, and 
Accounting 

- Management  

- Marketing 

- Office Administration 
 

- Primary Agriculture 

- Primary Health 

- Safety in Society 

- Education and 
Development 

- Hospitality  

- Transport and Logistics 

- Tourism 

 
Each NC(V) qualification has seven modules per NQF level, three of which are compul-

sory, namely Life Orientation, English First Additional Language, Mathematics (for students in 
Engineering and ICT-related fields), or Mathematical Literacy (for students in Business and Ser-
vices fields) in addition to one specialization module and three supporting modules (Human 
Resources Development Council, 2014). It is important to mention that the introduction of the 
NC(V) was initially not well received by the sector. Many colleges refused to heed a call from the 
government to suspend the facilitation of the NATED programs in favor of the NC(V) pro-
grams (Williams, 2021). Instead of doing away with the former, they elected to teach both pro-
grams (Buthelezi, 2018). As such, the NC(V) programs are taught full-time, while NATED pro-
grams take place in the afternoons or weekends on a part-time basis (Buthelezi, 2018).  

To contextualize the lens through which lecturers’ characterization of barriers to optimal 
supervision and delivery of the NCV curriculum in a South African TVET college is to be con-
textualized, the study adopted reflective theory. Propounded by Dewey (1933), the reflective 
theory holds that teaching is inherently an intellectual career that propels practitioners to engage 
in moments of reflection about classroom events. According to the theory, reflecting on an event 
is a three-fold process, consisting of (1) returning to experience by recalling the unfolding of 
events; (2) immersing oneself in interrogating the level of the impact the event has on one's 
emotions; and (3) using the benefit of hindsight to generate new perspectives and strategies to 
construct and reconstruct knowledge, understandings, and skills to achieve efficiency (Boud et al., 
1985).  
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The theory further propounds that, to some extent, social dynamics in the classroom are 
conditioned by various underlying and salient social situations (Dewey, 1933). Gibbs subsequent-
ly reconceptualised it in 1988, who then based it on six (instead of three) stages of learning from 
experience. He argued that as a part of their learning, practitioners go through cycles of (a) 
attempting to dissect the experience, (b) drawing on feelings and thoughts about the experience, 
(c) evaluating the experience (both negative and positive), (d) rationalizing the experience, (e) 
concluding what they learned and what they could have done differently, and (f) designing a plan 
of action to circumvent the reoccurrence of similar situations in the future (Gibbs, 1988). In a 
theoretical sense, the theory is used to curate the narrative that it is through reflections that 
lecturers can self-introspect on their efficiencies and inefficiencies and identify underlying 
contextual, social, and human resource factors that have a bearing on their curriculum delivery 
efficacy or lack thereof. In a practical sense, it provided a lens through which authors could frame 
their discursive engagements with participants and interpretations of responses within its ambit. 
The theory further enabled the authors to justify the need for lecturers to consciously attune 
themselves to problem-solving and innovative thinking to enhance their role in the sector. 

METHOD 

Research Design  

The study adopted a qualitative research case study design. Conducting qualitative research 
implies that the researchers have the privilege of spending time in participants’ localities to under-
stand, interpret, and make sense of their lived experiences concerning the research problem. Also 
worth noting is that choosing qualitative research enables the researchers to deepen their probing 
of unsatisfactory responses by paraphrasing their line of questioning or asking follow-up ques-
tions to generate more perspectives on the issue in question. Interpreting participants' body lan-
guage and reactions during the investigation is also one of the positive attributes of applying 
qualitative research (Onwuegbuzie et al., 2009).  

Participants  

“In qualitative research, representation of a population is not achieved through statistical 
means” (Romm & Nkambule, 2022, p. 170). Hence, a specified number of participants must be 
selected from the wider population of others to participate in the investigation. As per the tradi-
tion of socially responsive research practices, researchers ought to outline the selection criteria to 
account for how they included or excluded some members of the broader population in their 
research (Patino & Ferreira, 2018). The study comprised 12 lecturers of different seniority, gen-
der, qualifications, and experience who teach different learning disciplines of the NC(V) curric-
ulum and were purposively selected to take part in the investigation. The participants were from 
three TVET campuses/sites in the Eastern Cape Province. Not only did the adoption of the 
criteria enable the researchers to select the participants and have diverse categories of them repre-
sented in some way, but it also helped the researchers to understand the research problem from 
diverse participants’ subjective perspectives, interpretations, and experiences.  

Instruments and Data Collection  

Focus group interviews were used in conjunction with document analysis to collate data. 
The effectiveness of focus group interviews is well documented. They are "a way of collecting 
qualitative data, which—essentially—involves engaging a small number of people in an informal 
group discussion (or discussions), 'focused' around a particular topic or set of issues" (Wilkinson, 
1998, p. 177). Focus group interview sessions were broken down into two groups. The first 
group included six post-level 2 and 3 (PL2-3) lecturers, while the second group comprised six 
post-level 1 (PL1) lecturers. The decision to divide participants according to seniority was based 
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on the need to draw different facets of feedback on curriculum processes and practices. It was 
noted that PL1 participants possessed firsthand knowledge of the dynamics that affect the NC(V) 
curriculum delivery in a classroom context. Meanwhile, the grouping of PL2-3 lecturers was 
deemed logical owing to their close association with curriculum supervision and other aspects of 
curriculum management. To maintain a sense of structure and an orderly manner of conducting 
interviews, an interview guide (also known as an interview protocol) bearing a set of semi-
structured interview questions was used as one of the data collection instruments. Table 2 shows 
a tabulated extract of the interview questions. 

Table 2. Interview Guide Questions 

Focus Group 1: PL 2-3 Lecturers (Curriculum 
Supervisors and Managers) 

Focus Group 2: PL 1 Lecturers (Classroom-based 
Lecturers) 

1. What do you understand under the term “managing 
curriculum delivery in TVET Colleges?  

1. What do you understand under the term “curriculum 
delivery in TVET Colleges?” 

2. Do you have a formal teacher’s or industry-related 
qualification, and how does this assist you in managing 
the NC(V) curriculum delivery? 

2. Did you have any training in delivering the NC(V) 
curriculum, and how relevant is it to the actual class 
set-up? 

3. Do you receive support and guidance from the 
Department of Higher Education and Training to 
ensure the successful management of the delivery of 
the NC(V) curriculum? 

3. Which resources do you employ to aid the successful 
delivery of the curriculum? 

4. How actively involved is the college leadership in 
addressing contextual and resource-based problems 
that constrain curriculum management and delivery 
processes in your college? 

4. Do you have a formal teacher’s or industry-related 
qualification, and how does this assist you during the 
delivery of the NC(V) curriculum?  

5. How frequently do you go to classrooms to exercise 
direct curriculum supervision, provide coaching, or 
conduct observations? 

5. How would you characterize the effectiveness of 
support and guidance from the college management to 
deliver the NC(V) curriculum successfully? 

  
“Asking questions and getting answers is a much harder task than it may seem” (Fontana & 

Frey, 2000, p. 645). Hence, the researchers altered the focus group questions to fit the study's 
objectives. This is in line with Brinkmann and Kvale (2014), who state that when interview ques-
tions are derived from the primary research questions, they tend to stimulate participants’ active 
engagement throughout the interview process. As exemplified in Table 2, the researchers word-
ed the interview questions using simple language and an easy-to-follow style of questioning to 
enable the participants to share their experiences freely and unconstrained by ambiguities 
(Brinkmann & Kvale, 2014).  

As a data triangulation exercise, document analysis included perusal of the following policy 
documents: (1) Strategic Plan of the selected TVET College 2018; (2) Teaching and Learning 
Plan for TVET Colleges 2019; and (3) Guidelines for the NC(V) Qualifications 2019. Collec-
tively, these documents gave a glimpse into the norms and standards that must be upheld by 
TVET institutions, lecturers, and other role players within the curriculum management chain to 
promote effective teaching and learning.  

Data Analysis  

The audio-recorded focus group interviews were subsequently transcribed, and a word-by-
word inspection of the transcribed text was conducted repeatedly. Familiarity with the gist of the 
text enabled researchers to discover recurring patterns, out of which the coding process ensued. 
Through the iterative coding process, preliminary themes were generated. Researchers' awareness 
of their role as the primary instrument for data analysis (Stuckey, 2015) prompted them to revisit 
the preliminary themes compared to the research questions to eliminate incoherent ones and 
retain the ones that best responded to the research questions. In their seminal work, Lincoln and 
Guba consistently emphasize the need for trustworthiness in reporting social research findings 
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(Johnson et al., 2020). As such, upon completion of the article write-up process, authors conduct-
ed member checking (a process that required them to go back to the participants to allow them 
the opportunity to read through the study to identify discrepancies in the reporting of their 
utterances). Furthermore, the study was reviewed by peers (authors’ colleagues who acted as in-
dependent auditors) whose comments were taken into consideration as a measure to reduce data 
reporting bias. Additionally, data triangulation was enabled through document analysis, which, as 
pointed out by Nzuza (2023), serves to illuminate elements of evidence that could either endorse 
or discredit the findings generated through other means of data collection. Finally, at the granular 
level of data reporting, the researchers conducted reflexivity to moderate the degree of sub-
jectivity and the tone of rationality in presenting the study findings. Hecker and Kalpokas (2023) 
argue that reflexive practices are necessary to ensure that the data bear credibility and findings are 
trustworthy, both from the qualitative researcher's and the potential reader’s point of view.    

Ethical Practices  

Ethical clearance was obtained to conduct the research (under the reference number 
2019/10/16/45807493/25/MC issued by the Unisa College of Education Ethics Review 
Committee). Before the commencement of the fieldwork, participants were consulted about the 
terms and conditions of their participation, their right to anonymity, and their withdrawal from 
the study. Therefore, instead of using their real names, codes were used to identify each of them 
and the focus groups they belonged to. For example, P1FG1 refers to Participant 1 belonging to 
focus group 1, whereas P7FG2 refers to Participant 7 belonging to focus group 2, and so forth. 

FINDINGS AND DISCUSSION 

The iterative exercise of conducting a thematic analysis of the focus group data produced 
two main and eight subsidiary themes, which are comprehensively discussed as follows.  

Theme 1: Office-based Lecturers' Reflective Evaluations of Curriculum Delivery 
Supervision 

The four subthemes, under the ambit of theme one, are anchored around utterances made 
by office-based lecturers. Being ranked between PL2 and PL3 of the college organogram implies 
that they are immediate supervisors/managers of PL1 lecturers (i.e., classroom-based lecturers). 
They commented as follows.    

Subtheme 1: DHET's Failure to Monitor Curriculum Delivery  

Effective service delivery in the educational sector requires cooperation from all stake-
holders to assume the responsibilities that they were assigned (Romm & Nkambule, 2022). 
Rightfully, as a key stakeholder, the Department of Higher Education and Training (DHET) is 
entrusted with conducting regular oversight of TVET institutions' implementation of programs 
(Aina & Ogegbo, 2022), including curriculum delivery and management processes. Commenting 
on the effectiveness of DHET in monitoring curriculum delivery processes in the college, P3FG1 
stated, 

Oversight support in terms of this is legislation or this is added to the new. But because they never come to 
explain anything, it's just more like you should go figure things out on your own.  

Dissatisfied with the state of communication between the college and DHET (Williams, 
2021), P6FG1 referred to instances where feedback on "reports that were sent to them [i.e., 
DHET] at the end of each moderation [period] are not being returned by DHET". The finding 
replicates that of Nkambule and Ngubane (2023a), whose study established that DHET has been 
failing to conduct regular oversight visits to understand the challenges that affect the operational-
ization of various TVET programs, including curriculum delivery processes. This trajectory effec-
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tively implies that the site for accountability is far removed from the TVET college concerned 
(Jaichand & Vimba, 2023). 

Subtheme 2: Lack of Comprehensive Professional Development Opportunities for Lecturers  

It is widely accepted that continuous professional development hones educators' curric-
ulum delivery efficacy, classroom management skills, and policy implementation skills (Mashiane-
Nkabinde, 2020; Mashiane-Nkabinde et al., 2023). Be that as it may, lecturers were reportedly in 
dire need of continuous professional development (CPD) funding opportunities in the studied 
TVET sites. Frustrated by the lack of provision of further education and training opportunities to 
underqualified lecturers, P5FG1 commented: "I would say minimal on my side depending on who is 
supporting the staff to go and do the Advanced Diploma, for example". They, however, mentioned that they 
attended short in-service training from time to time. To characterize the effectiveness of such 
training interventions, P6FG1 said  

We were like so bored you know, not telling us anything new and we were a lot of experienced educators there, 
so we weren't happy with the quality of the training. 

P4FG1 added, 

 as I was sitting there and listening to the presenter and what we should do, there are many gaps that we need 
to fill with regards to that.  

All six participants belonging to focus group 1 generally appeared to be either concerned by the 
slow uptake of professional development support towards novice and underqualified lecturers or 
were unsatisfied with the quality and infrequency of available training initiatives. The professional 
development of lecturers is restricted by lack of proper application of skills audits and non-
discriminatory allocation of opportunities and resources (Jaichand & Vimba, 2023). This finding 
is similar to a study by Dilshad et al. (2019), which demonstrated that lecturers generally do not 
acquire enough professional development to be capacitated with skills and knowledge to improve 
their execution of responsibilities diligently and productively.  

Subtheme 3: Poor Coordination of Work-Integrated Learning  

Work-integrated learning (WIL) constitutes a practical learning component of the NC(V) 
curriculum and occurs in workplace environments to expose students to firsthand "discipline-
specific knowledge and skills" (Ndlovu & Mofokeng, 2018, p. 3) or a simulated learning environ-
ment. Ideally, WIL must occur regularly. The need to regularly expose students to WIL, as point-
ed out by P1FG1, will eliminate "the complaint that is made by the industry of students qualifying, but not 
knowing how to do the work". Unfortunately, that was not the case with the studied TVET college, as 
lecturers conceded that there were insufficient opportunities or conducive simulation facilities to 
facilitate students' regular exposure to the industry through WIL. Since WIL sessions only take 
place during school holidays, P4FG1 expressed, "I would like to see that the WBE (workplace-based 
experience) becomes part of the curriculum." In another study conducted at a TVET college in the 
Eastern Cape Province, Jaca and Marongwe (2023) pointed to the inadequacy of WIL 
opportunities as a factor that negatively impacts the delivery of the practical component of the 
NC(V) curriculum. The fact that this finding occurred/emerged in two separate (case study) 
investigations in the same province raises a serious question about the effectiveness of imple-
menting WIL initiatives across TVET college campuses in the Eastern Cape Province.  

Subtheme 4: Limited Time for Classroom Visits due to Heavy Administrative Workload  

According to Brand (2021), curriculum delivery in TVET colleges is an arduous task that 
requires curriculum managers to prioritize classroom visits. Concerns raised by participants (PL2 
and PL3 lecturers whose core duties include curriculum supervision and management) were 
about the heavy administrative workload. P1FG1 commented, 
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First thing when I get to work, I have to catch up on the previous day’s work because we have some much 
admin work and tight submission timelines. Once I get down to business [of processing admin work] I do not 
find time to go to classrooms to observe my staff.  

Meanwhile, P5FG1 added, 

I do try my best to be present in classrooms but due to too much paperwork, the day goes fast, and you cannot 
attend to all your duties, especially curriculum supervision in the classrooms. I so wish I had enough time to 
develop teachers in the classroom, but I simply cannot find enough time to do so.    

Other participants (specifically P2FG1, P3FG1, P4FG1, and P6FG1) held a view that too much 
paperwork stood in their way of conducting regular class visits to monitor classroom-based 
lecturers' teaching practices, track their pace of curriculum delivery and adherence to stipulated 
timeframes, and monitor their implementation of policies that promote inclusive education.  

Theme 2: Classroom-based Lecturers' Reflective Evaluations  

The four subthemes under the ambit of these two embody the subjective reflections of 
PL1 lecturers. The scope of their work situates them at the coalface of curriculum delivery in 
classroom contexts and servicing learners of different academic and social orientations. The six 
interviewed participants commented discussed as follows.  

Subtheme 5: Absence of Communities of Practice for Knowledge-sharing Purposes  

In the context of public education, communities of practice (CoPs) can be characterized as 
self-arranged or pre-arranged groups of practitioners who share divergent and convergent views 
to develop new ways of dealing with professional challenges and formulating strategies to sustain 
effective delivery of education as an essential public service (Nkambule, 2023b). Wenger (2011) 
points out that the formation of workplace-based communities of practice (among groups of 
workers) creates a social learning environment that leads to the sharing of best practices and co-
creation of knowledge context-specific knowledge. According to Wenger (2011, p.1), belonging 
to a CoP helps individual members "share a concern or a passion for something they do and 
learn how to do it better as they interact regularly." However, in the context of this study, the lack 
of interest in establishing CoPs was identified as problematic during a focus group interview 
session held with lecturers belonging to Group 2. Referring to her colleagues, P7FG2 said, "For 
selfish reasons… people just don't like to empower one another" [through knowledge sharing]. As an 
acknowledgement of the need for forming CoPs, P8FG2 said, "What we need are more discussions like 
core group discussions where you have discussions to say what we can do". By shying away from establishing 
CoPs, they effectively distance themselves from exploring each other's expertise and knowledge 
and collectively developing best practices (Nonaka & Takeuchi, 1995).  

Subtheme 6: Students' English Language Barriers — A Hindrance to Effective Content 
Absorption, Learning Agency, and Academic Success  

Literature holds that learners' comprehension of the curriculum and inclinations for active 
involvement in learning tend to be high if their command of the language of instruction is strong 
(Mudaly & Singh 2018). Participants indicated that since most of the students they teach use 
English as a third additional language of communication, they usually struggle to contend with 
learning in English. According to P3FG2, the language barrier affects timely curriculum delivery 
processes "…because it's not easy to finish a syllabus if your students are still stuck and don't understand". 
Also, having noted the challenges posed by students' language barriers, P3FG1 said, "There needs to 
be more of a focus on addressing language barriers in education". P9FG2 echoed, "…more emphasis must be 
placed on teaching, learning and policy changes." As such, not only did large chunks of non-English-
speaking students struggle to surmount language-induced learning obstacles, but also experienced 
low academic achievement (Mudaly & Singh 2018). This finding is similar to that of Stander et al. 
(2022), whose study (also conducted in one TVET college in the Eastern Cape Province, South 
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Africa) concluded that most engineering students struggled to achieve good academic results due 
to poor English language proficiency. Given this finding, Mdzanga and Moeng (2021) propose 
that education policymakers must consider incorporating indigenous languages in TVET teaching 
and learning processes as a strategy to improve students’ levels of curriculum content absorption, 
active participation in learning, and the bigger scheme of things, academic success.  

Subtheme 7: Shortage of Qualified Student Support Practitioners and Onsite Academic Support 
Programs 

Student support services are a combination of support systems, which, inter alia, encom-
pass student wellness and academic support programs (Department of Higher Education and 
Training, 2020b) aimed at supporting at-risk students, including those with language barriers. 
However, it has repeatedly been demonstrated in higher education research that ineffective im-
plementation of student support services, moreover the ones that are needed the most, such as 
academic support, have adverse effects on student success (Nzembe, 2018). It was reported that 
the Student Support Service Plan (SSSP), which, among other things, emphasizes the provision 
of Supplementary Instruction (SI) and Workplace-Based Experience (WBE), was not fully imple-
mented. In highlighting how the student support services department contributes to the ineffec-
tive delivery of the practical component of the NC(V) curriculum, P8FG2 mentioned, "…having 
simulation rooms is also important, and it needs to be prioritized". Simulation rooms are makeshift 
workshops or specially designated facilities used by WIL instructors to facilitate the practical 
component of the curriculum. In summing up their perception of the state of student support 
services, P10FG2 said 

…support is more of a talk show, to be honest with you. It's in writing and I mean if you look at everything, 
it is on the White Paper [policy document] but it's never implemented practically.  

As such, most of the participants belonging to focus groups 1 and 2 held a view that the lack of 
adequately qualified student support staff (particularly counsellors) was partly responsible for 
students' poor academic achievement for failing to conduct remedial academic support and co-
ordinate effective implementation of WIL. The inadequacy of academic support was mostly felt 
by students (at risk of not graduating or meeting the pass requirements) who need it to derive 
motivation to try harder and acquire skills to approach their studies more effectively (Jaichand & 
Vimba, 2023). This finding resembles that of Buthelezi et al. (2024) alongside Makibinyane and 
Khumalo (2021), whose studies lucidly identified the lack of academic support as one of the 
factors that diminish TVET students' academic achievement.  

Subtheme 8: Unreliable Internet Connectivity and Rigid Access to Technology Infrastructure 

Internet connectivity and access to technology are increasingly becoming mandatory for 
both lecturers and students (Nkambule et al., 2023). Mncube et al. (2024) posit that Internet-
powered ICT technologies are a useful source for managing and processing the flow of academic 
knowledge from lecturers to students. Unfortunately, a full realization of digital transformation 
remains a pipeline dream for many TVET colleges in South Africa (Holler et al., 2023). This was 
proven by participants' allusion to the unreliability of connectivity and rigid access to technology 
as some of the many barriers to optimal delivery of the NC(V) curriculum. P10FG2 commented, 
"Our [college] wi-fi is not up to… Hopefully, it's gonna be sorted next year with the broadband connectivity of 
DHET." P3FG1 added, "Office 365 is not really up and running because of the lack of infrastructure". They 
expressed that poor connectivity made their efforts to integrate technology into curriculum 
delivery untenable (Makaring, 2022). Further, P7FG2 alluded to the rigidity of access to teaching 
technology devices by stating,  

We have projectors, but most of the classrooms don't have it, installed because of security reasons. Now you 
must go through the IT person to book it out and then that's a bit of a challenge to take it back again. 
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The finding points to minimal (instead of maximal) adherence to the TVET College Strategic 
Plan of 2018, which, among other things, advocates for reliable information and communications 
technology (ICT) infrastructure as well as access to well-equipped teaching and learning amenities 
(Williams, 2021).  

General Summary of the Findings 

TVET institutions were established to ensure an adequate supply of students endowed with 
skills required by the industry to achieve productivity and sustain the nation's economic growth. 
The footprints of effective TVET teaching are noticeable in students’ effective absorption of the 
content of the curriculum and improved academic achievement, both dependent on the efficien-
cy of practitioners’ curriculum delivery and management practices. UNESCO-UNEVOC (2017) 
stresses the need to implement a context-specific TVET curriculum, effective curriculum teach-
ing, and responsive curriculum delivery management strategies. Moreover, at the time when com-
pletion rates in the NC(V) learning programs are worryingly low (Nthako, 2020). 

This study is built on empirical studies' insights on curriculum delivery and management 
processes in South African TVET colleges. By incorporating the subjective perspectives of both 
curriculum supervisors (i.e., PL2-3 lecturers) and curriculum implementors (i.e., PL1 lecturers), 
the study introduced a novel and comprehensive approach to understanding diverse spectrums of 
barriers that affect the management/supervision and delivery processes of the NC(V) curriculum. 
A total of 12 purposively sampled participants were interviewed in a focus group setting.  

The first focus group discussion consisted of six participants: four post-level 2 lecturers 
and two post-level 3 lecturers whose job descriptions entail curriculum management and super-
vision. As barriers to optimal curriculum delivery, participants mentioned DHET's failure to 
monitor curriculum delivery, lack of comprehensive professional development opportunities, 
poor coordination of WIL programs and processes, and limited time for classroom visits due to 
heavy administrative workload. The findings of the second focus group discussion, which in-
volved six post-level 1 participants (i.e., classroom-based lecturers), identified as barriers to the 
optimal delivery of the curriculum, the absence of communities of practice for knowledge sharing 
purposes; students' language barriers; shortage of qualified student support practitioners; as well 
as unreliable Internet connectivity and rigid access to technology infrastructure. Generally, the 
findings illuminated areas of TVET operations that need to be addressed to enhance the 
effectiveness of curriculum delivery and management processes at the selected institution.  

The study recommends that the college leadership must address these challenges by calling 
upon the DHET to conduct external curriculum oversight, as mandated by the National De-
velopment Plan (NDP); providing continuous professional development opportunities related to 
the individual lecturers' developmental needs; frequently improving the coordination of WIL 
programs by liaising with the industry and the government to accommodate students; employing 
qualified student support practitioners to implement the Student Support Plan maximally, espe-
cially the Supplementary Instruction (SI) and also Workplace Based Experience (WBE) compo-
nents. Considering the importance of complying with 21st-century ways of teaching, the study 
further recommends that priority be given to improving the technology infrastructure and Inter-
net connectivity and easing the rigidity of access to technological tools. It would also be advan-
tageous if the management motivated senior lecturers to manage their time wisely to conduct 
regular class visits and work alongside classroom-based lecturers to create communities of prac-
tice to promote knowledge sharing, collegiality, and the development of best practices.  

Since limitations are eminent features of any research (Nkambule, 2023b, 2023c), the 
authors identified the single case study configuration of the investigation as a limitation that 
affected the generalisability of the findings across all TVET colleges in the Eastern Cape. To 
address this limitation, it is suggested that future researchers should apply quantitative research to 
assess the extent to which these findings (or at least some of them) correlate with lecturers' cur-
riculum supervision and delivery practices across the TVET colleges in the province. 
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CONCLUSION 

In South Africa, TVET is touted as one of the available post-schooling sectors that can 
respond to the needs of the country’s development in various sectors. Therefore, it is important 
to use research as a barometer to measure the effectiveness of the TVET sector in meeting its 
objectives of conducting quality teaching and learning, as per the dictates of the National 
Development Plan 2030, which relies on the sector to provide high-quality vocational education 
and transmit a comprehensive range of skills that will render students attractive to the knowledge 
economy. Having noted the sector's importance to the nation's development, the authors 
conducted the study, contextualising lecturers' reflective evaluations of barriers to optimal super-
vision and delivery of the NC(V) curriculum across three TVET college sites in the Eastern Cape 
Province of South Africa. The gist of the findings revealed that classroom-based lecturers were 
deprived of continuous and context-specific professional development opportunities, which they 
need to improve the efficacy of their curriculum delivery practices and proactively respond to the 
industry's expectations by capacitating students with high-impact vocational and practical skills. 
From the curriculum management point of view, it can be concluded that there is a paucity of 
stakeholder-led initiatives and collaborative efforts between the DHET and executive leadership 
of the college to enable practitioners within the ecology of curriculum management, such as cam-
pus managers, curriculum supervisors, and curriculum managers to successfully moderate social 
and contextual challenges that besiege curriculum delivery practices, work integrated learning 
(WIL) initiatives, student support systems, and the infusion of technology in curriculum teaching 
in the affected campuses of the studied TVET college. The study recommends that the college 
leadership address these challenges by applying all possible measures to optimize lecturers' curric-
ulum supervision/management and delivery practices at the selected TVET college. 
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