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ABSTRACT 

Competency Based Education and Training (CBET) is an approach to training in which skills, 

knowledge and attitudes are specified in order to define, steer and help to achieve competence 

standards, mostly within a kind of national qualifications framework. Nations all over the world 

are striving to better their skills through adoption of CBET approach to training. Successful 

implementation of CBET has the potential to improve productivity, increase access to employment 

opportunities and raise the standard of living. Kenya has invested heavily in reforming its TVET 

system and making it ready to adopt the new paradigm shift in training. This study investigated 

the extent to which TVET institutions have implemented CBET programs. The study also 

identified challenges faced by institutions in their quest to implement CBET programmes. 

Descriptive research design was used. The target population was administrators and trainers in 

2,178 registered TVET institutions. Stratified random sampling technique was employed to obtain 

a sample of respondents. A sample of 369 institutions which represents 17 percent of all registered 

TVET institutions in the country was selected to participate in the study. A questionnaire 

consisting of both structured and open ended questions was developed and pretested to ascertain 

its reliability before being deployed for data collection in the target institutions. Collected data was 

sorted, edited, coded, analyzed and presented in the form of frequency tables, bar graphs and pie 

charts. Content and narrative analysis was used to classify, summarize, and tabulate qualitative 

data. The analyzed data was then presented in narratives. Findings from the study revealed that 

there is low uptake of the new CBET programmes (CDACC, National Polytechnic, Nursing 

Council and University TVET programmes) compared to the traditional CBET programmes by 

NITA. It was recommended that government agencies involved in skills development should 

increase awareness campaigns targeting all the actors in the TVET subsector and work towards 

developing institutions capacity to implement CBET. 
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CHAPTER ONE  

INTRODUCTION 

1.1 Background Information 

Competency Based Education and Training (CBET) is a mode of training where the emphasis is 

placed on the acquisition of skills. It is designed to meet the demands of industry and business. 

CBET involves training individuals to be able to perform to the standards required in employment, 

in an agreed range of contexts, repeatedly over time. The emphasis is on ensuring that individuals 

achieve high quality of performance which is important for the success of industry and business. 

General Competence is sometimes defined as ‘the ability to perform tasks or do work according 

to set standards. It is the ability to transfer skills, knowledge and attitudes to a range of situations 

within a given occupation’. (Republic of Kenya, 2018) 

The TVET sub-sector in Kenya has been undergoing substantive reforms in the recent past as the 

Country strives to produce skilled labour for realization of vision 2030. The sub-sector previously 

suffered from lack of attention from policy makers that led to production of graduates who did not 

meet industry expectations in terms of skills they acquired during training. This was evidenced 

through a study by Kenya Association of Manufacturers (2017) which established that the training 

content in the TVET institutions did not match industry needs. The survey report recommended 

that TVET trainers undergo industrial attachment at least every three years to upgrade their 

knowledge and skills. The proposed reforms included the switch from knowledge based instruction 

to Competence Based Education and Training (CBET) approach.  

In the quest to improve the competencies of graduates, the government through TVET CDACC 

embarked on developing demand driven CBET curricula, a process that included the involvement 

of industry players so as to alleviate the issue of skill mismatch between what is provided by the 

training institutions and industry needs. Sector skills advisory Committees (SSACs) were formed 

to identify sector needs and evaluate and advise on the requirements of their respective sectors. 

Competency based assessment (CBA) is a crucial component of CBET and TVET CDACC has 

trained 13,758 trainers to spearhead the assessment and certification process. The government has 

also invested substantive resources in equipping public institutions with state of the art training 

equipment and hiring additional trainers in order to smoothen the process of CBET 

implementation. Developments in the last three decades have made the role of TVET more 

decisive; the globalization process, technological change, and increased competition due to trade 

liberalization necessitates requirements of higher skills and productivity among workers in both 

modern sector firms and Micro and Small Enterprises(MSE) (Muia, 2011). 

TVETA as a regulator in this sub-sector has done a lot in facilitating the planned adoption of CBET 

courses. These include the development of CBETA standard, PLAR standard, quality assurance 

framework, trainer qualification framework, occupational training standards in some priority areas, 

guidelines for assessment centers, CBET assessment monitoring tools, accreditation of institutions 

to offer CBET courses among other interventions. 
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So far, TVET CDACC in consultation with industry and other stakeholders has developed and 

packaged 436 Occupational standards and CBET curricula, carried out competence assessment 

and issued certification to competent trainees. The council has also capacity built trainers on 

Competency Based Assessment, CBET Curriculum development and development of learning 

guides and training programs. TVET CDACC is also currently capacity building trainers in 

digitizing their training content to facilitate online learning, that was necessitated by the covid-19 

pandemic and in line with global trends where blended learning has gained traction. The 

Directorate of Technical Education (DTE) has developed new Technical and Vocational Colleges 

in each sub county, equipped them with state of the art equipment suitable for CBET 

implementation and hired additional trainers to alleviate the hitherto shortage among other 

interventions. Despite all these efforts, TVET institutions seem not to be keen on mounting CBET 

courses. Little to no information is currently available that could explain this anomaly. 

1.2 Problem Statement 

The enactment and implementation of the TVET Act, 2013 ushered in a new dawn where newly 

established Agencies were mandated to play a significant role in shaping the future of TVET in 

Kenya. The main changes that were to be spearheaded by the Agencies included reforms in 

curriculum and regulation of the institutions. So far TVETA, one of the creations of the TVET Act 

2013 has developed regulatory and occupational training standards that guide the TVET subsector 

in accreditation of institutions, licensing of trainers, quality assurance of institutions, quality 

assurance of curricula development and implementation among others. TVET CDACC on the 

other hand has worked with industry experts to design and develop 406 CBET curricula at different 

levels in priority trades, carried out competence assessment and issued certificates to trainees who 

satisfy competence assessment requirements. It has also developed curriculum support materials 

such as learning guides to provide guidance to both trainers and trainees to achieve the expected 

learning outcomes in various training sectors.  

Although it is now about four years since the first CBET curricula were rolled out for 

implementation, records at TVET Authority has shown that the uptake of CBET programmes in 

the TVET institutions has been basically very slow. The purpose of this study was to investigate 

the extent of implementation of CBET programmes by TVET institutions. The study also sought 

to identify challenges faced in implementation of CBET programmes so that appropriate 

mitigating measures could be proposed to fast track the rollout of CBET courses in TVET 

institutions. 

1.3 Objectives of the Study 

The main objective of the study was to determine the status of implementation of CBET programs 

in Kenyan TVET institutions.   

1.4 Specific Objectives 

The specific objectives of the study were to: 

i. Determine the proportion of CBET courses adopted by TVET institutions 
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ii. Determine the accreditation status of CBET programmes offered by institutions 

iii. Establish whether available infrastructure in TVET institutions is sufficient for CBET 

implementation; 

iv. Determine capacity of trainers to offer CBET courses; 

v. Determine whether institutions implementing CBET are utilizing required curriculum 

support materials;  

vi. Identify factors affecting implementation of CBET; 

vii. Identify partnerships in CBET implementation. 

viii. Propose strategies to ensure implementation of the CBET programs in Kenyan Institutions 

1.5 Justification of the Study 

The government has made substantial investment in reforming the TVET sector in the Country. 

These reforms include the building and equipping of TVET institutions in each sub-county to 

promote access, hiring of additional trainers to bridge the acute shortage, capitation programme, 

establishment of institutions developed through the coming into force of the TVET Act 2013, 

curriculum reforms among others. The motivating factor to these reforms was to enable the TVET 

system to produce graduates who will fit well into the employers’ expectations in terms of skills 

requirements and also to enhance self-employment.  In order to ensure that all training institutions 

in the country adopt CBET delivery, there is an urgent need to establish the current status and 

challenges faced so that appropriate interventions can be put in place. 

1.6 Scope of the Study 

This study was restricted to determining the status of implementation of CBET in accredited TVET 

institutions in Kenya. Data on accredited TVET institutions available at the Authority shows that 

there are 2,178 accredited institutions. Respondents were administrators and trainers from sampled 

institutions. 

1.7 Limitations of the Study 

Due to financial limitations, a census on the status of implementation of CBET programs was not 

possible and data collection instruments were administered online. Therefore, it was not possible 

to attain the highest level of accuracy and no chance for researchers to clarify issues in case 

respondents needed assistance. On the other hand, some institutions did not have stable internet 

access hence this might have affected the response rate. 
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CHAPTER TWO 

LITERATURE REVIEW 

Competence-Based Education and Training (CBET) is a practical approach to education which 

emphasizes trainees need to gain necessary knowledge, skills and attitudes to work successfully in 

their trade areas. It is regarded as an all-inclusive approach to education and it takes a complete 

paradigm shift from the conventional approaches. (Miseda, C., & Kitainge, P. K., 2021) One can 

be considered to be competent or to have competency if they have developed specific skills, 

knowledge and attitude required for effectively performing a real life task. According to Makunja 

(2016) competence-based curriculum is not a new concept in education systems of the world since 

the demand for greater accountability in education towards community involvement in decision-

making gave great impetus to the concept. 

CBET approach can be traced back to the education of primary and vocational teachers in the 

United States of America (USA) in the late 1960s. By 1977, some 23 states had implemented 

performance based vocational teacher education and in the late 1980s the concept shaped many 

programs of vocational education and training. Historically, countries such as the United Kingdom 

(UK), Germany, Netherlands and Australia have implemented competence based education 

approaches. However, the way in which the approach has been adopted differs from one country 

to another depending on the historical, social, economic and technological advancement of the 

respective country (Rutabaga, 2012). 

In 1990, the Australian Federal and State Ministers responsible for Vocational Education and 

Training (VET) established a framework for the implementation of Competency‐Based Training 

(CBT) in Australia. A target of substantial implementation by the end of 1993 was set. Charles 

Sturt University's Group for Research in Employment and Training was subsequently 

commissioned by the Department of Employment, Education and Training to assess the 

penetration of CBT in TAFE and non‐TAFE settings in 1994. It was found that the implementation 

was slower than anticipated and that this was particularly true in the TAFE (government‐funded 

technical college) sector. The data suggested, however, that CBT was becoming more common, 

and that the gap between TAFE and non‐TAFE providers was closing. There was considerable 

disagreement among providers about what constituted CBT practice. Certain features often seen 

as elements of CBT, including workplace assessment and the availability of assessment on demand 

were scarcely used (Erica S., 1996). 

Germany introduced CBET at vocational level training in the 1970s (Mulder M. et al, 2007) with 

a view of addressing the issue of high rates of unemployment especially among the youths while 

the UK adopted it a decade later (Harris R. et al, 1995). 

The CBET approach was successful in most of the European countries specifically, in producing 

competent graduates. Due to this success some African countries including South Africa, Malawi, 

Ghana, Ethiopia and Tanzania started to adopt it (Rutayuga, 2012, Okoye and Isaac, 2015; Dadi, 

2014; Kufaine and Chitera, 2013). 
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In Ethiopia, Competence-based TVET was implemented under severe challenges which included 

lack of adequately prepared trainers and resources, frequent curricula changes, lack of employers’ 

cooperation, discontent of trainers and administrators, etc. The competence-based approach was 

implemented without extensive deliberations and understanding by TVET trainers in which 

trainers’ participation was minimal (Solomon, 2016) 

According to a report by Rwanda Ministry of Education (2015), in the quest to build a knowledge 

based economy with a particular emphasis on science and technology as an engine for 

development, competence based curriculum was introduced in Rwanda at both primary and 

secondary levels of education. This was with the belief that Competence-based curriculum 

approach was instrumental in helping trainees to increase the mastery of skills, knowledge and 

developing of self confidence in problem solving (Makunja, 2016) that was key to a rapid 

economic development. 

In Tanzania, the CBET approach was introduced in the year 2000 and its implementation started 

in technical colleges in the year 2002. Currently, the approach is used in the Technical and 

Vocational Education and Training (TVET) sector; specifically, in Vocational Education and 

Training (VET) Centres and Technical Education and Training (TET) colleges. However, the 

implementation is marred with various challenges including low understanding of CBET concept, 

lack of support facilities and resources, large number of trainees in classrooms, lack of motivation 

to some trainers due to unfavorable working conditions and low trainees’ cooperation attitude 

(Mariam A. T, 2017)  

The introduction of CBET curricula in Kenya was based on findings of the Odhiambo Report 

(MoE, 2012) which recommended a review of TVET curricula and the establishment of national 

standards as well as a quality assurance system. The report further recommended that the 

industry/private sector players, who are consumers of TVET graduates, participate in curricula 

development and monitoring standards and quality of training. The TVET Act No. 29 of 2013 in 

response created institutions that were to spearhead the proposed reforms in the TVET subsector. 

This was with the realization that a skilled and competent workforce were basic requirements for 

the achievement of Kenya’s long-term development blue-print; the Vision 2030 that aims at 

transforming the country into a globally competitive economy providing a high quality of life to 

all its citizens.  

The Technical and Vocational Education and Training Curriculum Development, Assessment and 

Certification Council (TVET CDACC) is a corporate body established under the Technical and 

Vocational Education and Training (TVET) Act, No. 29 of 2013. The Council is mandated to 

undertake design and development of curricula for the training institutions’ examination, 

assessment and competence certification and advise the Government on matters related thereto. 

This is in line with Sessional Paper No. 2 of 2015 that embraces Competency Based Education 

and Training (CBET) system. TVET CDACC has responded to the challenge by developing 406 

National Occupational Standards and CBET curricula in different areas of specialization in 
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consultation with industry players and trainers whose responsibility was to develop and validate 

them. TVET CDACC has carried out Competency Based Assessment in various TVET institutions 

where trainees have been examined and been found to either be competent or not yet competent. 

Trainees found to be competent are awarded certificates based on the units of competency 

completed or the course completed.  
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CHAPTER THREE 

METHODOLOGY 

3.1 Introduction 

This chapter presents the methodology that was used for the study. It specifically outlines the 

research design, target population, sample size and sampling technique, data collection 

instruments, pilot testing and data analysis. 

3.2 Research Design 

This study used descriptive research design. Two questionnaires, one for administrators and 

another for the trainers, composed of both structured and open-ended questions, were used to 

collect data from National Polytechnics (NPs), Technical and Vocational Colleges (TVCs) and 

Vocational Training Centers (VTCs).  

3.3 Target Population 

The study targeted 2,178 accredited TVET institutions (12 NPs, 311 public TVCs, 855 private 

TVCs and 991 VTCs).  

3.4 Sample Size and Sampling Technique  

Stratified random sampling was employed to obtain a sample of respondents. Institutions were 

classified by category, type and county to give every institution an equal opportunity to be 

sampled. A sample of 369 which represents 17 percent of all registered TVET institutions in the 

Country was selected to participate in the study. A maximum of four respondents were selected 

per institution, with one being an administrator, and three trainers randomly picked from different 

academic departments.  

3.5 Data Collection Instruments 

Questionnaires were used as the main data collection instruments. These consisted of both 

structured and open-ended questions and were administered through an online platform. 

3.6 Data Collection Procedure 

A team of officers visited the sampled institutions to collect the data. The questionnaire was 

scripted using Kobo collect data collection software. The scripted questionnaire was then deployed 

for data collection. 

3.7 Pilot Testing  

The instrument was pre-tested by administering it to a sample of respondents not included in the 

study. This ensured its reliability as well as enhancing its usability and clarity of items. The 

instrument was then reviewed to ensure the alignment of data collected to the objectives of the 

study. This in turn, enhanced the validity of the instruments and ensured that all errors were 

eliminated. 
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3.8 Data Analysis 

Quantitative data was sorted, coded, cleaned, analyzed, and presented in the form of frequency 

tables, bar graphs and pie charts. Data quality checks were done in order to eliminate errors or 

points of contradiction in data. The purpose of coding was to classify responses to questions into 

meaningful categories so as to bring out their essential pattern. Descriptive and inferential statistics 

was used in data analysis.  
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CHAPTER FOUR 

RESULTS AND DISCUSSION 

4.1 Response Rate  

The total number of institutions sampled through stratified random sampling for this study were 

369. The number of institutions that responded to the questionnaire from 46 out of 47 counties 

were 325. This represented a response rate of 88.1%. The high response rate and the coverage of 

nearly all the counties in Kenya implied that the results from this study were representative and 

could therefore be generalized for all the TVET institutions in Kenya. Table 1 shows a summary 

of the response rate from the three categories of the TVET institutions. 

Table 1: Response Rate 

 No./% 

National 

Polytechnic 

Technical and 

Vocational Colleges 

Vocational Training 

Centres 

Total 

  Public Public Private Total Public Private Total 

Grand 

Total 

Number 

Sampled 12 102 83 185 139 33 172 

369 

Number 

Responded 9 102 83 185 108 23 131 

325 

% Response 75 100 100 100 77.70 70.0 76.2 88.10 

 

4.2 Demographic Characteristics of Respondents  

4.2.1 Gender Distribution of Respondents 

Table 2: Gender Distribution of Respondents 

 

The findings in Table 2 indicate that in private institutions female administrators were 33% while 

male administrators were 67%. Similarly, female administrators were 32% while male 

administrators were 68% in public institutions. In private institutions female trainers were 40% 

while male administrators were 60%. Similarly, female trainers were 36% while male 

administrators were 64% in public institutions. Generally, female administrators and trainers were 

35% which is less than their male counterparts who were 65%.  



10 

 

4.2.2 Age Distribution of Respondents 

Figure 1 shows the gender-based age distribution per the type of institution (private and public).  

 

Figure 1: Age Distribution of the Respondents 

Majority of the female and male respondents were between 21 to 40 years of age in private 

institutions while in public institutions, the majority were between 31 to 50 years.   

4.2.3 Training Experience of Respondents 

Figure 2 shows the gender-based training experience as per the type of institution (private and 

public).  
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Figure 2: Respondents Training Experience 

The finding indicated that the majority of the respondents in both public and private institutions 

fall within the training experience of 1-5 years. In private institutions, 44% of females and 42% of 

male fall within training experience of 1-5 years whereas the majority of respondents in public 

institutions were 10-15 years and over 20 years for female and male respondents respectively. This 

clearly shows the respondents in public institutions were more experienced than those in private 

institutions. 

4.3 CBET Courses Adopted by TVET Institutions 

4.3.1 Proportion of CBET Courses Adopted by TVET Institutions 

Table 3: Aggregate and Proportion of CBET Courses adopted by Institutions 

Course Cumulative Courses on offer Proportion 

CBET 3392 57% 

Others 2529 43% 

Total  5921 100% 

 

The administrators were required to indicate the total number of courses on offer in the institution 

and the number of CBET courses (TVET CDACC, National Polytechnic, Nursing Council of 

Kenya, University TVET) out of the total courses on offer. These courses were aggregated for all 
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the sampled institutions and the proportion of CBET courses determined as shown in Figure 3. 

Other courses include; KNEC, City and Guilds, ICM, ABMA, KASNEB, GOETHE, HUAWEI, 

Microsoft and KHIBIT. 

 

Figure 3: Proportions of CBET and Other Programs 

Based on the findings 6% of the total courses were TVET CDACC, 47% were NITA, 2% were 

National Polytechnic, 1% were Nursing Council of Kenya, 1% were University TVET and 43% 

were Others. This signifies that the uptake of new CBET curriculum (TVET CDACC, National 

Polytechnic, Nursing Council of Kenya and University TVET) courses was low compared to the 

traditional CBET programmes developed by NITA. 

 

4.3.2 Distribution of CBET and Other Courses in TVET Institutions 

This study sought to establish the distribution of courses in the different institution categories. The 

results are depicted in Figure 4. 
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Figure 4: Distribution of CBET and Other Courses in TVET institutions 

Based on the study in NPs, other courses (KNEC, City and Guilds, ICM, ABMA, KASNEB, 

GOETHE, HUAWEI, Microsoft and KHIBIT) had a higher proportion (49%) compared to the 

CBET courses; NITA at 26%, NPs at 5% and TVET CDACC at 20%. 

In TVCs, Other courses had a proportion of 47%, followed by NITA at 40%, TVET CDACC at 

8%, National Polytechnic courses at 3% while University TVET and Nursing Council courses 

were at 1%. 

In VTCs the NITA Courses had a higher proportion at 64% followed by others at 36%. From the 

study, it is evident that NITA courses have higher proportion in the TVCs and VTCs while Other 

(KNEC, City and Guilds, ICM, ABMA, KASNEB, GOETHE, HUAWEI, Microsoft and KHIBIT) 

Courses had higher proportion in NPs. On other hand, National Polytechnic courses, University 

TVET and Nursing Council of Kenya courses had lower proportions in all the three types of 

Institutions. This can be attributed to the fact that TVET CDACC, National Polytechnic courses, 

University TVET and Nursing Council of Kenya courses courses were still new in the market 

compared to others. 

 

4.3.3 Enrolment in CBET and Other Courses in TVET Institutions 

Figure 5 shows proportions of enrolment in CBET and other courses in the three categories of 

TVET institutions.  
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Figure 5: Enrolment in CBET and Other Courses in TVET Institutions 

National Polytechnics had 93% of their trainees enrolled in other courses (KNEC, City and Guilds, 

ICM, ABMA, KASNEB, GOETHE, HUAWEI, Microsoft and KHIBIT), 3% enrolled in TVET 

CDACC, 3% in National Polytechnic courses and 1% in NITA Courses. This could mean that little 

awareness has been made among parents and trainees of NPs regarding the available options in 

terms of courses. 

TVCs had 55% of their trainees enrolled in other courses (KNEC, City and Guilds, ICM, ABMA, 

KASNEB, GOETHE, HUAWEI, Microsoft and KHIBIT), 17% enrolled in TVET CDACC, 3% 

in National Polytechnic courses, 19% in NITA Courses, 3% in Nursing Council and another 3% 

in University TVET courses. Rate of enrolment in the newly developed CBET courses seems to 

be higher in TVCs than NPs and VTCs. 

VTCs had 21% of their trainees enrolled in other courses (KNEC) and 79% in NITA Courses. 

Again, very few VTCs have embraced the newly developed CBET courses hence the low 

enrolment. Most of them seem to be resistant to change and are stuck to NITA and KNEC courses 

which are what they have offered for a long time.  

A lot of awareness is required in all the three categories of TVET institutions regarding the newly 

developed CBET courses and how they could fit in the National and County development plans. 
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4.4 Accreditation Status of CBET Programmes  
Table 4: Accreditation Status of CBET Programmes 

CBET Courses on offer Aggregate Courses Percentage (%) 

Licensed  2133 63% 

Unlicensed 1259 37% 

Total 3392 100% 

The findings regarding the number of CBET courses on offer indicated that 2133 out of 3392 were 

licensed by TVETA. This translates to 63% of courses offered in the sampled institutions. The 

TVET Act requires all institutions to seek licensing before they begin to offer respective courses. 

Institutions should be encouraged to comply with the law by applying to TVETA for licensing of 

unlicensed programmes. 

4.5 Infrastructure in TVET Institutions for CBET Implementation 

The study sought to establish whether available infrastructure in TVET institutions was sufficient 

for CBET implementation. To meet this objective, the study respondents were asked to indicate 

their level of agreement in a 5-point Likert scale.  Scores above 3 denoted that respondents agreed 

with the item on the scale while score below 3 signified that respondents disagreed with the item 

on the scale. A score of 3 denotes that the respondents were undecided/ not sure on the subject. 

4.5.1 Infrastructure in National Polytechnics for CBET Implementation  

The study sought to establish whether available infrastructure in National Polytechnics was 

sufficient for CBET implementation. The findings were reported in Table 5 

 
Table 5: Availability of Infrastructure in National Polytechnics 

Statement Strongly 

Disagree 

(1) 

Disagree 

(2) 

Neutral 

(3) 

Agree (4) Strongly 

Agree (5) 

Theory rooms in the institution are sufficient 

to support CBET implementation 

4(11.4%) 8(22.9%) 3(8.6%) 9(25.7%) 11(31.4.8%) 

Workshops in the institution are sufficient 

and adequately equipped to support CBET 

implementation 

2(5.7%) 5(14.3%) 7(20.0%) 14(40.0%) 7(20.0%) 

Laboratories in the institution are sufficient 

and adequately equipped to support CBET 

implementation 

2(5.7%) 4(11.4%) 7(20.0%) 14(40.0%) 8(22.7%) 



16 

 

Electronic equipment eg digital cameras, 

computers, projectors etc in the institution 

are sufficient to support CBET 

implementation 

3(8.6%) 4(11.4%) 8(22.9%) 13(37.1%) 7(20.0%) 

Institution has a spacious and adequately 

equipped library to support CBET 

implementation 

3(8.6%) 6(17.1%) 8(22.9%) 8(22.9%) 10(28.6%) 

 

Table 5 indicates that; 34% of the respondents in National Polytechnics (NPs) felt that theory 

rooms in their institution were not sufficient to support CBET implementation while 57% of the 

respondents believed that theory rooms in the institution were sufficient to support CBET 

implementation. However, 9% of the respondents were neutral on this question. This means that a 

larger proportion of respondents in NPs are comfortable with the available theory rooms and so it 

would be right to say that the research found that on average the theory rooms in NPs are adequate 

to support CBET implementation.  

 

Further, the findings show that 20% of the respondents in NPs were of the opinion that workshops 

in the institution were not sufficient and adequately equipped to support CBET implementation 

while 60% of the respondents believed that the Workshops in the institution were sufficient and 

adequately equipped to support CBET implementation. Nonetheless, 20% of the respondents were 

undecided on this question. This means that the larger proportion of respondents were satisfied 

with the infrastructure available in their institution. The study therefore found that there are 

adequately equipped workshops to support CBET implementation in the NPs. However, there is a 

need to upgrade the available workshops. One respondent explained that: 

 ‘‘...With the increased enrolment in TVET institutions especially under placement by KUCCPS 

more focus is required in upgrading the already available workshops to accommodate CBET 

courses that requires trainee to demonstrate skills’’ 

It can further be noted that 17% of the respondents felt that laboratories in the institution were not 

sufficient and adequately equipped to support CBET implementation while 53% of the respondents 

were of the opinion that the laboratories in the institution were sufficient and adequately equipped 

to support CBET implementation. However, 20% of the respondents were neutral on this question. 

The number of respondents that agree that labs were adequate is greatly reduced. There is need for 

further research to be done on this as there is need to look at the courses offered by the institutions 

and identify whether they need adequately equipped labs or not as this may give a clearer picture 

on the actual position.  

 

The findings also show that 20% of the respondents in NPs felt that electronic equipment such as 

digital cameras, computers and projectors in their institution were not sufficient to support CBET 

implementation. Nevertheless, 57% of the respondents in NPs agreed that electronic equipment in 
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the institution were sufficient to support CBET implementation while 23% of the respondents in 

NPs were undecided on whether or not there was adequate electronic equipment. This means that 

again the majority of respondents felt that there was adequate electronic equipment to support 

CBET implementation. 

 

The study also found that 26 % of the respondents in NPs believed that their institution had no 

spacious and adequately equipped library to support CBET implementation while 51 % of the 

respondents felt that their institution had a spacious and adequately equipped library to support 

CBET implementation. However, 23% of the respondents gave a neutral response. From this we 

can deduce that though most NPs have a spacious and adequately equipped library, a large number 

of respondents (49%) either disagree with this statement or are not sure. There is a need for further 

investigation to ascertain the actual picture. NPs act as mentor institutions for TVCs and VTCs 

and should lead by example. It is for this reason that NPs should have functional, spacious and 

adequately equipped libraries both physical and e-libraries. 

 

4.5.2 Infrastructure in TVCs for CBET Implementation 

The study sought to establish whether available infrastructure in TVCs was sufficient for CBET 

implementation. The findings are reported in Table 6 

Table 6: Availability of Infrastructure in TVCs 

Statement Type Strongly 

Disagree 

(1) 

Disagree 

(2) 

Neutral 

(3) 

Agree (4) Strongly 

Agree (5) 

Theory rooms in the 

institution are sufficient to 

support CBET 

implementation 

Public 17(6.0%) 60(21.2%) 37(13.1%) 92(32.5%) 77(27.2%) 

Private 12(5.5%) 5(2.3%) 5(2.3%) 100(45.9%) 96(44.0%) 

Workshops in the institution 

are sufficient and adequately 

equipped to support CBET 

implementation 

Public 18(6.4%) 69(24.4%) 54(19.1%) 86(30.4%) 56(19.8%) 

Private 21(9.6%) 21(9.6%) 35(16.1%) 84(38.5%) 57(26.2%) 

Laboratories in the institution 

are sufficient and adequately 

equipped to support CBET 

implementation 

Public 39(13.9%) 74(26.2%) 56(19.8%) 72(25.4%) 42(14.8%) 

Private 26(11.9%) 24(11.0%) 39(17.8%) 79(36.2%) 50(22.9%) 
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Electronic equipment eg 

digital cameras, computers, 

projectors etc in the 

institution are sufficient to 

support CBET 

implementation 

Public 16(5.7%) 61(21.6%) 66(23.3%) 94(33.2%) 46(16.3%) 

Private 8(3.7%) 24(11.0%) 25(11.5%) 84(38.5%) 77(35.3%) 

Institution has a spacious and 

adequately equipped library 

to support CBET 

implementation 

Public 42(14.8%) 90(31.8%) 56(19.8%) 66(23.3%) 29(10.3%) 

Private 15(6.9%) 41(18.8%) 38(17.4%) 69(31.6%) 55(25.2%) 

 

Technical and Vocational Colleges/ Technical Training Institutes (TVC/TTIs) were classified into 

public and private. The public ones are supported by the National government while the private 

ones are owned by individuals, NGOs or faith based organizations. From the findings 27 % of the 

respondents from the public TVCs and 8% of the respondents from the private TVCs felt that 

theory rooms in the institution were not sufficient to support CBET implementation. On the other 

hand, 60% of the respondents from public TVCs and 90% of the respondents from the private 

TVCs stated that theory rooms in the institution were sufficient to support CBET implementation. 

However, 13% of the respondents from public TVCs and 2% of the respondents from the private 

TVCs were undecided on this question. This means that a larger proportion of respondents were 

comfortable with the available theory rooms and so it would be right to say that the research found 

that on average the theory rooms were adequate to support CBET implementation. A positive 

response was higher in the private institutions as opposed to the public institutions; this could be 

attributed to the student population in these two institutions and the funding opportunities available 

to each. It could also be that private institution respondents did not want to paint a bad picture of 

their institution. 

The findings further show that 31% of the respondents in public TVCs and 19% of respondents in 

private TVCs were of the opinion that workshops in the institution were not sufficient and 

adequately equipped to support CBET implementation. On the other hand, 50% of the respondents 

in public TVCs and 65% of respondents in private TVCs agreed that workshops in the institution 

were sufficient and adequately equipped to support CBET implementation. Nevertheless, 19% of 

the respondents in public TVCs and 16% of respondents in private TVCs were undecided on this 

question. This analysis suggests that the larger proportion of respondents were satisfied with the 

infrastructure available in their institutions. The research therefore found that there were 

adequately equipped workshops to support CBET implementation in both public and private 

TVCs. 

 

The study further shows that 40 % of the respondents in public TVCs and 23% of respondents in 

private TVCs felt that laboratories in the institution were not sufficient and adequately equipped 
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to support CBET implementation. On the other hand, 40% of the respondents in public TVCs and 

59% of respondents in private TVCs stated that laboratories in the institution were sufficient and 

adequately equipped to support CBET implementation. However, 20% of the respondents in public 

TVCs and 18% of respondents in private TVCs were undecided on this question. It should be noted 

that the number of respondents that agree that labs were adequate is greatly reduced. An interesting 

observation is that in public TVCs the number of respondents that disagree were equal to the 

number that agree making it difficult to take a decision on this question. The case is different in 

the private TVCs as those that agree were way higher than those that disagree. It therefore, can be 

reported that private TVCs have invested more in laboratories as opposed to public institutions. 

However, this observation contradicts data available at the TVET Authority on availability of 

physical resources in private TVET institutions. Laboratories are very specific to a discipline so 

there is need for additional research to be undertaken on the courses offered in the public versus 

the private TVCs to ascertain the relevance of having or not having laboratories in identified 

institutions. 

  

With regards to equipment, 27% of respondents from the public TVCs stated that electronic 

equipment e.g. digital cameras, computers, projectors etc in the institution were not sufficient to 

support CBET implementation, while 14% of the respondents from the private TVCs concurred 

with this position. 50% of the respondents from public TVCs agreed that electronic equipment in 

the institution were sufficient to support CBET implementation, whereas 74% of the respondents 

from Private TVCs also agreed that they had sufficient electronic equipment to support CBET 

Implementation. However, 23% of respondents from Public TVCs were undecided on whether or 

not there was adequate electronic equipment and 12% of the respondents in private TVCs held the 

same view. From this analysis, two things stand out; the first is that over 50% of respondents from 

both public and private TVCs state that the electronic equipment is adequate. The second is that in 

private institutions a positive response was overwhelming at 74%. This could be because private 

institutions have lower enrolment given that their trainees do not enjoy government funding.  

 

It can also be noted that 47 % of the respondents in public TVCs and 26% of respondents in private 

TVCs felt that their institution had no spacious and adequately equipped library to support CBET 

implementation. 34 % of the respondents from public TVCs and 57% of the respondents from 

private TVCs agreed that their institutions have spacious and adequately equipped libraries to 

support CBET implementation. Moreover, 20% of the respondents from public TVCs and 17% of 

the respondents from private TVCs gave a neutral response.  From these responses, we can deduce 

that most public TVCs had libraries that were not spacious and adequately equipped. The lack of 

investment in libraries could be due to a number of factors and therefore, it would be interesting 

to carry out further research on this question.  Libraries are important in ensuring the learners and 

trainers alike can increase their knowledge in a given subject area and derive case studies from 

different contexts based on articles and books written in a given discipline. A respondent said:  
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“Trainees prefer digital content to physical books hence, no urgency for a library”.  

Another respondent had this to say “A Library is available but it has no books”.  

 

These two responses could shed light on the objective of availability of a spacious and 

adequately equipped library. In the first response the respondent argues that the trainees prefer 

an e-library which the institutions haven't thought of establishing. While in the second response, 

the library is there but has no books. This begs the question of What constitutes a library? Is it 

the structure or what is in it? 

 

4.5.3 Infrastructure in VTCs for CBET Implementation  

The study sought to establish whether available infrastructure in VTCs is sufficient for CBET 

implementation. The findings are reported in Table 7 

Table 7: Availability of Infrastructure in Vocational Training Centres 

Statement Strongly 

disagree 

(1) 

Disagree 

(2) 

Neutral 

(3) 

Agree (4) Strongly 

agree (5) 

Theory rooms in the institution are sufficient 

to support CBET implementation 

36(10%) 71(20%) 58(16%) 128(36%) 65(18%) 

Workshops in the institution are sufficient 

and adequately equipped to support CBET 

implementation 

36(10%) 100(28%) 82(23%) 100(28%) 40(11%) 

Laboratories in the institution are sufficient 

and adequately equipped to support CBET 

implementation 

81(23%) 104(29%) 75(21%) 71(19%) 27(8%) 

Electronic equipment eg digital cameras, 

computers, projectors etc in the institution 

are sufficient to support CBET 

implementation 

30(8%) 103(29%) 87(24%) 94(26%) 44(12%) 

Institution has a spacious and adequately 

equipped library to support CBET 

implementation 

98(27%) 116(32%) 72(20%) 56(16%) 16(5%) 

 

Table 7 shows that 30% of the respondents believed that theory rooms in the Vocational training 

centers (VTCs) were not sufficient to support CBET implementation. Further 54% of the 
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respondents stated that theory rooms in the VTCs were sufficient to support CBET 

implementation, while 16% of the respondents were undecided on this question. This means that 

a larger proportion of respondents felt that the available theory rooms were sufficient.  

 

It can further be noted that 38% of the respondents felt that the workshops in the VTCs were not 

sufficient and adequately equipped to support CBET implementation. In comparison, 39% of the 

respondents agreed that workshops in the institution were sufficient and adequately equipped to 

support CBET implementation. However, 23% of the respondents were undecided on this 

question. This means that again the large proportion of respondents were not satisfied with the 

condition of workshops in the institution. One respondent explained that: 

 ‘‘...The government should move with the speed in order to make arrangements for preparation 

to meet the upcoming CBET curriculum by construction of workshops and equipment’’ 

 

The research therefore found that the workshops in VTCs were not sufficient and adequately 

equipped to support CBET implementation.  

 

From the study it was noted that in most VTCs, 52% of the respondents felt that laboratories in the 

institution were not sufficient and adequately equipped to support CBET implementation. On the 

same question, only 27% of the respondents stated that laboratories in the institution were 

sufficient and adequately equipped to support CBET implementation. 20% of the respondents were 

undecided on this question. Therefore, there is a need for further research on this to identify 

whether the courses offered by the different VTCs need adequately equipped labs or not as this 

may give a clearer picture of the actual position. A respondent explained that: 

“The national Government and County government to facilitate the vocational centers with well-

equipped modern laboratories with modern tools and equipment.” 

 

As shown, 37% of the respondents stated that electronic equipment in the institutions were not 

sufficient to support CBET implementation. In comparison, 38% of the respondents agreed that 

the electronic equipment in the institutions were sufficient to support CBET implementation. This 

means that, despite a number of institutions having electronic equipment there was a substantial 

number of institutions that did not have electronic equipment.  

 

Further, the findings show that 59% of the respondents felt that their institution had no spacious 

and adequately equipped library to support CBET implementation. On the other hand, 21% of the 

respondents agreed that their institution has a spacious and adequately equipped library to support 

CBET implementation. In contrast, 20% of the respondents were undecided. From this, the study 

can deduce that most institutions do not have a spacious and adequately equipped library. This 

could be attributed to the nature of the CBET programme that is practical. The caliber of students 

admitted to these institutions are also kinesthetic learners hence the lack of investment in a library. 

However, this is not a good sign as it is important that institutions invest in a library as it helps 
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learners get access to information regarding new technologies in the market, best practices in the 

subject area in other regions and equips both trainers and learners with requisite knowledge on 

their subject area as skill without knowledge hampers innovation and creativity which is required 

for the 21st Century learner. 

 

4.6 Capacity of Trainers to Offer CBET Courses 

Respondents in this study were asked questions that were geared towards establishing the capacity 

of trainers engaged in training at different categories of institutions. These questions were based 

on the requirements of the trainer qualification framework developed and gazetted by TVETA. 

Sections 4.6.1 to 4.6.3 summarizes the responses provided by respondents from NPs, TVCs and 

VTCs. Scores above 3 denoted that respondents agreed with the item on the scale while score 

below 3 signified that respondents disagreed with the item on the scale. A score of 3 denotes that 

the respondents were undecided/not sure on the subject. 

 4.6.1 Capacity of Trainers in National Polytechnics  

Table 8: Capacity of Trainers in National Polytechnics 

Statement Strongly 

disagree(

1) 

Disagree

(2) 

Neutral

(3) 

Agree(

4) 

Strongly 

agree(5) 

Trainers have a qualification a level higher than what they 

teach 

2(5.7%) 0(0%) 5(14.3%) 4(11.4%) 24(68.6%) 

Trainers have pedagogical training 0(0%) 3(8.6%) 9(25.7%) 14(40.0%) 9(25.7%0 

Trainers have attended a workshop/ seminar on CBET 

implementation in the last 2 years 

4(11.4%) 4(11.4%) 2(5.7%) 17(48.6%) 8(22.9%) 

Trainers have been trained on Curriculum development 2(5.7%) 12(34.3%) 5(14.3%) 12(34.3%) 4(11%). 

Trainers have undergone capacity building on 

Competency based assessment (Diagnostic, Formative, 

Summative, Assessment of Prior Learning , Methods of 

Assessment, Development of Assessment and Mentoring 

Tools etc) 

3(8.6%) 4(11.4%) 2(5.7%) 16(45.7%) 10(28.6%) 

Trainers have been trained on the development of learning 

guides and training programs 

2(5.7%) 12(34.3%) 5(14.3%) 12(34.3%) 4(11%). 

Trainers have been trained on the development of digital 

content 

5(14.3%) 11(31.4%) 4(11.4%) 10(28.6%) 5(14.3%) 

Trainers are conversant with the CBET implementation 

policy/ framework 

2(5.7%) 6(17.1%) 8(22.9%) 15(42.9%) 4(11.4%) 
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Trainers/Administrators are conversant with the CBETA 

standard 

3(8.6%) 7(20.0%) 7(20.0%) 14(40.0%) 4(11.4%) 

 

Table 8 shows that 80% of the respondents from NP’s were of the opinion that all trainers in NP’s 

had a qualification a level higher than what they teach, 5.7% believed that all trainers in NP’s had 

a qualification lower or equal to the levels they teach while 14.3% were not sure of the 

qualifications of trainers in their respective institutions.  The trainer qualifications framework 

(TQF) requires trainers to possess qualifications that are a level higher than the level they teach. 

This finding therefore, implies a high level of compliance in NPs on this aspect of trainer 

qualifications, though it is slightly lower than the level of compliance in TVCs as discussed in 

section 4.6.2. 

Among the sampled respondents from NPs, 65.7% of them were of the opinion that their trainers 

had pedagogical training, 8.6% held a contrary opinion, while 25.7% were not sure of the status in 

their respective institutions. This level of compliance is low given that trainers require licensing 

by TVETA for them to offer training services. Pedagogy is a key requirement for effective training 

delivery and also for purposes of licensing.   

This study showed that 71.5% of the respondents from NPs were of the opinion that trainers in 

their institutions had attended a workshop on CBET implementation in the last two years, 22.8% 

held a contrary opinion, while 5.7% could not tell whether trainers had attended any workshop in 

the recent past. We could deduce that NPs have invested substantial resources in capacity building 

of their trainers in CBET implementation.  

When asked whether trainers had been trained on curriculum development, 45.3% of respondents 

were of the opinion that trainers in NPs had been trained, 40% of them disagreed with the claim, 

while 14.3% could not tell whether trainers in their respective NPs had undergone any training in 

curriculum development. This observation could partially explain why National Polytechnics have 

been generally slow in developing programmes despite them having the legal mandate to do so. 

Respondents were asked whether trainers in their institutions had been trained on competency 

based assessment. From the findings, 74.3% of them were of the opinion that trainers had 

undergone capacity building in competency based assessment, 20% disagreed, while 5.7% were 

uncertain of the situation in their institutions. This corroborates with records at TVET CDACC 

that shows that a substantial number of trainers around the country have been trained in CBET 

assessment. 

 

In NPs, 45.4% of the respondents were of the opinion that trainers had been trained in the 

development of learning guides and training programs, 40% disagreed, while 14.3% of the 

respondents could not tell whether trainers had been trained on the development of learning guides 

and training programs. This is a worrying trend since development of training programmes and 
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learning guides is central to the instructional delivery process without which no meaningful 

learning can take place.  

Data from this study shows that 42.9% of the respondents felt that trainers in NPs had been trained 

in the development of digital content, 45.7% were of the contrary opinion, while 11.4% of the 

respondents could not tell whether trainers had been trained on the development of digital content 

or not. CBET implementation requires trainers to use a variety of delivery methods and resources 

in training. NPs should invest more in capacity building their staff in development of digital 

content to facilitate effective training delivery. 

About half of the respondents (54.3%) were of the opinion that trainers in NPs were conversant 

with the CBET implementation policy/framework, 22.8% had a contrary opinion, while 22.9% of 

the respondents could not tell whether trainers were conversant with CBET implementation 

policy/framework. Awareness efforts need to be intensified in order to enable actors in the TVET 

space aware of existing policies that are meant to guide CBET implementation in the country. 

Among the sampled respondents in NPs, 51.4% were of the opinion that trainers in NPs were 

conversant with CBETA standards, 28.6% disagreed, while 20% of the respondents could not tell 

whether trainers were conversant with CBETA standards. CBETA standard is a regulatory 

standard that provides guidelines on how to develop occupational training standards and curricula. 

The fact that a substantive percentage of trainers in NPs were not aware of this standard could 

explain why NPs have been slow in developing their own curricula. TVETA should intensify its 

outreach services so that stakeholders are made aware of available standards that guide programme 

development and training. 

4.6.2 Capacity of Trainers in TVCs 
Table 9: Capacity of Trainers in TVCs 

Statement Type Strongly 

disagree 

(1) 

Disagree 

(2) 

Neutral 

(3) 

Agree 

(4) 

Strongly 

agree (5) 

Trainers have a qualification a level higher than what 

they teach 

Public 18(6.4%) 17(6.0%) 6(2.1%) 91(32.2%) 151(53.4%) 

Private 7(3.2%) 12(5.5%) 7(3.2%) 73(33.2) 121(55.0%) 

Trainers have pedagogical training Public 7(2.5%) 51(18.0%) 74(26.1%) 102(36.0%

) 

49(17.3%) 

Private 16(7.3%) 43(19.5%) 57(25.5%) 66(30.0%) 38(17.3%) 

Public 26(9.2%) 50(17.7%) 39(13.8%) 94(33.2%) 74(26.2%) 
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Trainers have attended a workshop/ seminar on CBET 

implementation in the last 2 years 

Private 31(14.1%) 50(22.7%) 35(15.9%) 44(20.0%) 60(22.3%) 

Trainers have been trained on Curriculum development Public 23(8.1%) 72(25.4%) 42(14.8%) 89(31.%) 57(20.1%) 

Private 32(14.5%0 42(19.1%) 30(13.6%) 64(29.1%) 52(23.6%) 

Trainers have undergone capacity building on 

Competency based assessment (Diagnostic, Formative, 

Summative, Assessment of Prior Learning , Methods of 

Assessment, Development of Assessment and 

Mentoring Tools etc) 

Public 25(8.8%) 61(21.6%) 38(13.4%)

. 

96(33.9%) 63(22.3%) 

Private 37(16.8%) 45(20.5%) 33(15.0%) 54(24.6%) 51(23.2%) 

Trainers have been trained on the development of 

learning guides and training programs 

Public 29(10.2%) 82(29.0%) 46(16.3%) 84(29.7%) 42(14.8%) 

Private 28(12.7%) 54(24.5%) 23(10.5%) 72(32.7%) 43(19.5%) 

Trainers have been trained on the development of digital 

content 

Public 31(11.0%) 65(23.0%) 38(13.4%) 93(32.9%) 56(19.8%) 

Private 33(15.0%) 55(25.0%) 17(7.7%) 73(33.2%) 42(19.1%) 

Trainers are conversant with the CBET implementation 

policy/ framework 

Public 22(7.8%) 52(18.4%) 67(23.7%) 97(34.3%) 45(15.9%) 

Private 31(14.1%) 55(25.0%) 31(14.1%) 57(25.9%) 46(20.9%) 

Trainers/Administrators are conversant with the 

CBETA standard 

Public 23(8.1%) 62(21.9%) 56(19.8%) 99(35.0%) 43(15.2%) 

Private 36(16.4%) 47(21.4%) 35(15.9%) 60(27.3%) 42(19.1%) 

 

 

Table 9 shows that 85.6% of the respondents from public TVC’s were of the opinion that all 

trainers in their institutions had a qualification a level higher than what they teach, 12.4% believed 

that all trainers had a qualification lower or equal to the levels they teach while 2.1% were not sure 

of the qualifications of trainers in their respective institutions. On the other hand, 88.2% of the 

respondents from private TVC’s were of the opinion that all trainers in their institutions had a 

qualification a level higher than what they teach, 8.7% believed that all trainers had a qualification 

lower or equal to the levels they teach while 3.2% were not sure of the qualifications of trainers in 

their respective institutions. The trainer qualifications framework (TQF) requires trainers to 

possess qualifications that are a level higher than the level they teach. This data shows higher 

levels of compliance in private TVCs on this aspect of trainer qualifications than their counterparts 

in public institutions. 
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Findings from this study also show that 53.3% respondents from public TVCs were of the opinion 

that trainers in their institutions had pedagogical training, 20.5% reported that trainers lacked 

pedagogical training while 26.1% were not sure of the status in their respective institutions. 

Further, the findings showed that 47.3% of respondents from private TVCs were of the opinion 

that their trainers had pedagogical training, 26.8% reported that trainers lacked pedagogical 

training while 25.5% were not sure of the status in their respective institutions. The foregoing 

shows higher levels of compliance in public TVCs on this aspect of trainer qualifications than their 

counterparts in private institutions. 

Respondents from public TVCs were asked whether trainers in their institutions had attended any 

workshop on CBET implementation in the last two years. 59.4% of them indicated that trainers in 

public TVCs had attended a workshop on CBET implementation in the last two years, 26.9% 

reported that trainers had not attended any workshop while 13.8% could not tell whether trainers 

in their institutions had attended any workshop in the recent past. The respondents from private 

TVCs were of the opinion that 42.3% of their trainers had attended a workshop on CBET 

implementation in the last two years, 36.8% were of the contrary opinion, while 15.9% could not 

tell whether trainers had attended any workshop in the recent past. From these findings we could 

conclude that public TVCs have focused more on capacity building their trainers in CBET 

implementation than their counterparts in private TVCs. It is also possible that agencies in charge 

of capacity building have targeted public institutions more than private ones. 

About a half (51.1%) of respondents from public TVCs were of the opinion that trainers in their 

institutions had been trained in curriculum development, 33.5% were of the contrary opinion, 

while 14.8% could not tell whether trainers in their respective TVCs had undergone any training 

in curriculum development. On the other hand, 52.7% of respondents from private TVCs were of 

the opinion that their trainers had been trained in curriculum development, 33.6% were of the 

contrary opinion, while 13.6% could not tell whether trainers in their respective TVCs had 

undergone any training in curriculum development. 

Respondents from public TVCs were asked whether their trainers had undergone capacity building 

in competence based assessment. 56.2% of them reported that trainers had undergone capacity 

building in competency based assessment, 30.4% had a contrary opinion, while 13.4% could not 

tell whether trainers in their respective TVCs had undergone any training. On the other hand, 

47.8% of respondents in private TVCs reported that trainers had undergone capacity building in 

competency based assessment, 37.3% had a contrary opinion, while 15.0% could not tell whether 

trainers in their respective TVCs had undergone this training. This observation indicates that more 

effort is still required to capacity build institutions in competency based assessment. 

Data from this study shows that 44.5% of respondents from public TVCs were of the opinion that 

trainers in their respective institutions had been trained in the development of learning guides and 

training programs, 39.2% of the respondents were of the contrary opinion while 16.3% could not 

tell the situation in their institutions. On the other hand, 52.2% of respondents from private TVCs 
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were of the opinion that trainers in their institutions had been trained in the development of learning 

guides and training programs, 37.2% had a contrary opinion while 10.5% of the respondents could 

not tell the situation in their respective institutions. This is a worrying trend since development of 

training programmes and learning guides is central to the instructional delivery process without 

which no meaningful learning can take place.  

Findings from this study shows that 52.7% of respondents from public TVCs had the opinion that 

trainers in their institutions had been trained in the development of digital content, 34% had a 

contrary opinion while 13.4% could not tell the situation in their respective institutions. On the 

other hand, data from this study shows that 52.3% of respondents from private TVCs had the 

opinion that trainers in their institutions had been trained in the development of digital content, 

40% reported that their trainers had not been trained, while 7.7% could not tell whether trainers 

had been trained or not.  

About a half (50.2%) of respondents from public TVCs were of the opinion that their trainers were 

conversant with the CBET implementation policy/framework, 26.2% had a contrary opinion while 

23.7% could not tell whether trainers were conversant or not. Additionally, 46.8% of respondents 

from private TVCs were of the opinion that trainers in their institutions were conversant with the 

CBET implementation policy/framework, 39.1% had a contrary opinion while 14.1% could not 

tell whether trainers were conversant with the policy or not. Awareness efforts need to be 

intensified in order to enable actors in the TVET space aware of existing policies that are meant to 

guide CBET implementation in the country. 

Respondents from public TVCs were asked whether their trainers were conversant with CBETA 

standards. About a half (50.2%) of respondents from public TVCs were of the opinion that trainers 

in their institutions were conversant with CBETA standards, 30% were of the contrary opinion 

while 19.8% could not tell the situation in their respective institutions. On the other hand, data 

from this study shows that 46.4% of respondents from private TVCs had the opinion that trainers 

in their institutions were conversant with CBETA standard, 37.8% reported that their trainers were 

not conversant, while 15.9 % could not tell whether trainers were conversant with the standard or 

not. TVETA should intensify its outreach services so that stakeholders are made aware of available 

standards that guide training. 
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4.6.3 Capacity of Trainers in VTCs 
Table 10: Capacity of Trainers in VTCs 

Statement Strongly 

disagree 

(1) 

Disagree 

(2) 

Neutral 

(3) 

Agree 

(4) 

Strongly 

agree (5) 

Trainers have a qualification a level higher than what they 

teach 

13(4%) 42(12%) 38(11%) 116(32%) 149(42%) 

Trainers have pedagogical training 39(11%) 99(28%) 94(26%) 80(22%) 46(13%) 

Trainers have attended a workshop/ seminar on CBET 

implementation in the last 2 years 

104(29%) 99(28%) 37(10%) 59(16%) 59(16%) 

Trainers have been trained on Curriculum development 99(28%) 86(24%) 35(10%) 77(22%) 61(17%) 

Trainers have undergone capacity building on Competency 

based assessment (Diagnostic, Formative, Summative, 

Assessment of Prior Learning , Methods of Assessment, 

Development of Assessment and Mentoring Tools etc) 

104(29%) 113(32%) 37(10%) 49(14%) 55(15%) 

Trainers have been trained on the development of learning 

guides and training programs 

97(27%) 117(33%) 23(6%) 75(21%) 46(13%) 

Trainers have been trained on the development of digital 

content 

116(32%) 100(28%) 36(10%) 56(16%) 50(14%) 

Trainers are conversant with the CBET implementation 

policy/ framework 

94(26%) 108(30%) 51(14%) 56(16%) 49(14%) 

Trainers/Administrators are conversant with the CBETA 

standard 

107(30%) 100(28%) 48(13%) 56(16%) 47(13%) 

 

Table 10 shows that 74% of the respondents from VTCs were of the opinion that all trainers in 

their institutions had a qualification a level higher than what they teach, 16% believed that all 

trainers had a qualification lower or equal to the levels they teach while 11% were not sure of the 

qualifications of trainers in their respective institutions. The trainer qualifications framework 

(TQF) requires trainers to possess qualifications that are a level higher than the level they teach. 

This data contradicts information available at the TVET Authority that points to low levels of 

compliance in VTCs on this aspect of trainer qualifications.  

 

Findings from this study also show that 35% respondents from VTCs were of the opinion that 

trainers in their institutions had pedagogical training, 39% reported that trainers lacked 

pedagogical training while 26% were not sure of the status in their respective institutions. The 

foregoing shows low levels of compliance in VTCs on this aspect of trainer qualifications relative 
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to NPs and TVCs. There is an urgent need to boost the capacity of trainers at this level by 

sponsoring them to undertake pedagogical training. 

Respondents from VTCs were asked whether trainers in their institutions had attended any 

workshop on CBET implementation in the last two years. It was noted that 33% of respondents 

indicated that trainers in VTCs had attended a workshop on CBET implementation in the last two 

years, 57% reported that trainers had not attended any workshop while 10% could not tell whether 

trainers in their institutions had attended any workshop in the recent past. From these findings we 

could conclude that little efforts have been directed towards capacity building VTC trainers in 

CBET implementation. It is possible that agencies in charge of building capacity of institutions/ 

trainers to mount CBET courses have targeted other categories of TVET institutions at the expense 

of VTCs. 

It was noted that 39% of respondents from VTCs were of the opinion that trainers in their 

institutions had been trained in curriculum development, 52% were of the contrary opinion, while 

10% could not tell whether trainers in their respective institutions had undergone any training in 

curriculum development.  

Respondents from VTCs were asked whether their trainers had undergone capacity building in 

competence based assessment. 29% of them reported that trainers had undergone capacity building 

in competency based assessment, 61% had a contrary opinion, while 10% could not tell whether 

trainers in their respective VTCs had undergone any training. This observation indicates that more 

effort is still required to capacity build institutions in CBET assessment. 

Data from this study shows that 34% of respondents from VTCs were of the opinion that trainers 

in their respective institutions had been trained in the development of learning guides and training 

programs, 60% of the respondents were of the contrary opinion while 6% could not tell the 

situation in their institutions. This is a worrying trend since development of training programmes 

and learning guides is central to the instructional delivery process without which no meaningful 

learning can take place.  

Findings from this study shows that 30% of respondents from VTCs had the opinion that trainers 

in their institutions had been trained in the development of digital content, 60% had a contrary 

opinion while 10% could not tell the situation in their respective institutions.  

Results from this study showed that 30% of respondents from VTCs were of the opinion that their 

trainers were conversant with the CBET implementation policy/framework, 56% had a contrary 

opinion while 14% could not tell whether trainers were conversant or not. Awareness efforts need 

to be intensified in order to enable actors in this category of TVET institutions aware of existing 

policies that are meant to guide CBET implementation in the country. 

Respondents from VTCs were asked whether their trainers were conversant with CBETA 

standards. Only 29% of them were of the opinion that trainers in their institutions were conversant 
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with CBETA standards, 58% were of the contrary opinion while 13% could not tell the situation 

in their respective institutions. TVETA should intensify its outreach services so that stakeholders 

are made aware of available standards. 

Respondents of the study were asked to express any additional comments they had on the Capacity 

of trainers to offer CBET and most of them mentioned that regular Capacity building needed to be 

done on the various components of CBET approach like curriculum development, competency 

based assessment, development of learning guides and training program and development of 

digital content in both public and private institutions. Trainers expressed that they needed retooling 

to be able to manage the new equipment required for practical courses necessitating capacity 

building on skill development. Majority of trainers were not conversant with the CBETA standards 

and CBET implementation framework and they felt that there was need for sensitization on these 

aspects. 

Respondents went on and added that additional trainers needed to be brought on board for CBET 

courses since there is a lot of workload involved. Some said that the CBET approach is based 

mostly on practical skills and more trainers with actual hands-on skills were required to help with 

implementation of CBET. Another comment was that some trainers had unrecognized 

qualifications like internal diploma certificates from other private colleges and that trainers hired 

by the public service commission in the previous two years of recruitment did not have pedagogical 

training. 

Some also expressed that a diploma in technical education was a bit long for trainers already in 

service. Flexible pedagogy programs needed to be offered to enable trainers balance between 

personal professional development and their jobs.  

 

4.7 CBET Curriculum Support Materials and Assessment Process 

4.7.1 CBET Curriculum Support Materials 

The study sought to establish whether the institutions made use of curricula and curriculum support 

materials like occupational standards, learning guides, mentoring tools, digital content for support 

of open and distance learning and whether they developed and implemented training programs for 

courses they offered. 
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4.7.1.1 Availability and Use of Occupational Standards and Curricula 

 

Figure 6: Availability and Use of occupational standards and Curricula across various Institutions Category and Types 

The study revealed that in the National polytechnics, 97.14% of the respondents agreed that 

occupational standards and curricula were available and in use while 2.86% disagreed. This finding 

indicates a high level of compliance and awareness of NPs in regards to availability and use of the 

OS and curricula. 

In private TVCs, 85.02% of the respondents agreed that occupational standards and curricula were 

available and in use while 14.98% disagreed. For the public TVCs, 82.59% of the respondents 

agreed that occupational standards and curricula were available and in use while 17.41% disagreed. 

From this analysis it can be noted that the TVCs both public and private have a high level of 

compliance and awareness. However, the private TVCs have a greater proportion. 

In private VTCs, 82.86% of the respondents agreed that occupational standards and curricula were 

available and in use while 17.14% disagreed. For the public VTCs, 62.12% of the respondents 

agreed that occupational standards and curricula were available and in use while 37.88% disagreed. 

This implies that most VTCs make use of OS and curricula but private VTCs make use of them 

more than the public VTCs. This could be because the private VTCs are more keen to implement 

quality assurance regulations as compared to the public VTCs. 
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However, the majority of the respondents who reported availability and use of the OS and curricula 

make use of the curricula only. The occupational standards were only available in the TVET 

institutions that offered the TVET CDACC CBET courses. 

A respondent argued that all curricula for NITA and CDACC have to be reviewed periodically: 

“the curricula should be reviewed regularly especially for courses affected by technology 

changes.” 

 

4.7.1.2 Use of Learning Guide in Training  

 

Figure 7: Availability of various learning guides across public and private institutions 

The findings of the study revealed that in the National polytechnics, 65.71% of the respondents 

agreed that learning guides were available and in use while 34.29% disagreed. The statistics 

implies a high level of awareness on the use of learning guides in NPs which generally aids the 

trainee to learn the subject matter and skills in a course. However, the proportion of use is still low 

considering how well equipped NPs are as compared to other categories of technical institutions 

such as TVCs and VTCs 

 

In private TVCs, 82.13% of the respondents agreed that learning guides were available and in use 

while 17.87% disagreed. For the public TVCs, 61.85% of the respondents agreed that learning 

guides were available and in use while 38.15% disagreed. This analysis reveals that there is a 

higher level of compliance for private TVCs to use learning guides than the public TVCs. 
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In the private VTCs, 78.57% of the respondents agreed that learning guides were available and in 

use while 21.43% disagreed. For the public VTCs, 64.02% of the respondents agreed that learning 

guides were available and in use while 35.98% disagreed. These statistics reveal that the use of 

learning guides in private VTCs is more pronounced than in the public VTCs and this can be 

attributed to the fact that private VTCs are more keen to implement quality assurance regulations 

and thus exhibit a higher level of compliance.  

 

4.7.1.3 Development and Implementation of Training Programs  

 

Figure 8: Development and implementation of training programs across various public and private institutions 

It was found out that in the NPs 71.43% of the respondents agreed that their institutions developed 

and used training programs while 28.57% disagreed. It is evident that training programs were being 

developed and implemented in most national polytechnics. 

In private TVCs 81.37% of the respondents reported that their institutions developed and used 

training programs while 18.63% disagreed. For the public TVCs 64.79% of the respondents agreed 

that their institutions developed and used training programs while 35.21% disagreed. This 

indicates that most TVCs develop and implement training programs. However, private TVCs 

develop and implement training programs more than public TVCs. This can be attributed to the 

fact that private TVCs are more keen to implement quality assurance regulations. 
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In private VTCs, 75.36% of the respondents agreed that their institutions developed and used 

training programs 24.64% disagreed.  For the public VTCs 63.18% of the respondents agreed that 

their institutions developed and used training programs while 36.82% disagreed. This indicates 

that most VTCs developed and implemented training programs. However private VTCs develop 

and implement training programs more than public VTCs signifying a higher level of awareness.  

4.7.1.4 Availability and Use of Mentoring Tools 

 

Figure 9: Availability and Use of Mentoring Tools 

The findings of the study indicated that in the NPs, 85.71% of the respondents agreed that the 

mentoring tools for the purpose of assessing trainees on industrial attachment were available and 

in use while 14.29% disagreed. This implies that there is a high level of compliance and awareness 

of making use of the mentoring tools in NPs. 

For private TVCs, 86.96% of the respondents agreed that the mentoring tools were available and 

in use while 13.04% disagreed. For the public TVCs, 79.63% of the respondents agreed that 

mentoring tools for the purpose of assessing trainees on industrial attachment were available and 

in use while 20.37% disagreed.  From the findings, mentoring tools were available and in use in 

both the private and public TVCs but when comparing these statistics private TVCs had a higher 

proportion than public TVCs. This reveals a higher level of compliance from the private TVCs. 

For the private VTCs, 74.29% of the respondents agreed that mentoring tools were available and 

in use in their institutions while 25.71% disagreed. For the public VTCs, 73.11% of the 

respondents agreed that the mentoring tools were available and in use while 26.89% disagreed. 
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The statistics reveal a slight margin between the private and public VTCs. It is evident that 

mentoring tools were available and in use in both types of institution revealing a high level of 

compliance.  

However, the majority of the respondents who reported availability and use of the mentoring tools 

only made use of logbooks. Unlike the logbooks that are not specific, mentoring tools specify the 

knowledge, skills and attitude a trainee should gain during industrial attachment and are developed 

from the national occupational standards. They also bring about the exact role of the mentor or the 

supervisor. Proper mentoring tools were only available in the institutions that offered TVET 

CDACC CBET courses. 

 4.7.1.5 Availability of Digital Content for Support of Open and Distance Learning  

 

Figure 10: Availability of Digital Content. 

The findings of the study indicated that in National polytechnics, 71.43% of the respondents agreed 

that digital content for support of open and distance learning is available while 28.57% disagreed. 

This shows that digital content was readily available for most of the national polytechnics.  

In private TVCs, 62.93% of the respondents agreed that digital content for support of open and 

distance learning was available while 37.07% disagreed. Also, 58.74% of the respondents in public 

TVCs agreed that digital content was available in their institutions while 41.26% disagreed. This 

means that digital content was available in at least an average number of TVCs but private TVCs 

make use of it more than public TVCs.  

In private VTCs, 50% of the respondents agreed that digital content was available while 50% 

disagreed. In addition, 14.89% of the respondents in public VTCs agreed that digital content was 

available in their institutions while 85.11% disagreed. This means that digital content in the Public 

VTCs was limited as compared to the private VTCs. This can be accounted for by the fact there 
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was poor internet coverage in areas where the VTCs are situated. The respondents went on to argue 

that most of the trainers lacked digital literacy skills to develop or implement digital content and 

therefore shunned away from integrating it in their classrooms. Some respondents said that their 

trainees lacked the necessary gadgets required to facilitate digital content e.g smartphones.  

 4.7.2 Assessment Process  

Assessment is a fundamental process in CBET implementation. It provides the candidates a chance 

to demonstrate the competencies acquired throughout the learning process to the assessor. Based 

on the demonstrated skills, the assessor decides on the level of competence of the trainee. To 

promote objectivity in assessment, institutions were expected to adopt the following key elements;  

4.7.2.1 Maintenance of Portfolio of Evidence 

 

 

Figure 11: Maintenance of Portfolio of Evidence in Institutions 

For NPs, 97.14% of the respondents reported that trainers and trainees in their institutions 

maintained a portfolio of evidence while 2.86% were of the contrary opinion. 

In private TVCs, 85.85% of the respondents reported that trainers in their institutions maintained 

a portfolio of evidence during the assessment process while 14.15% were of the contrary opinion. 
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On the other hand, 77.32% of respondents from public TVCs reported that trainers in their 

institutions maintained a portfolio of evidence while 22.68% were of the contrary opinion. 

In the private VTCs, 81.43% of the respondents reported that trainers and trainees in their 

institutions maintained a portfolio of evidence while 18.57% did not maintain a portfolio of 

evidence. For the public VTCs,78.63% of the respondents reported that trainers and trainees 

maintain a portfolio of evidence while 21.37% of them do not maintain it. The findings from 

National Polytechnic indicated that almost all of them maintain a portfolio of evidence. Similarly, 

both private TVCs and VTCs are doing better in terms of maintaining a portfolio of evidence than 

public. 

The findings indicate that the majority of the trainers and trainees maintain a portfolio of evidence 

during the assessment process as is required. 

4.7.2.2 Assessment Planning  

 

 

Figure 12: Preparation of Assessment Planning among Various Institutions 

The findings of the study indicated that; in NPs, 88.57% of the respondents reported that trainers 

conducted assessment planning while 11.43% were of the contrary opinion. 

In private TVCs, 85.37% of the respondents claimed that trainers carried out assessment planning 

before the start of every assessment process, while 14.63% were of contrary opinion. In the public 

TVCs, 80.30% of the respondents reported that trainers carried out assessment planning, while 

19.70% were of contrary opinion. 

A record of 80% of the respondents in the private VTCs were of the opinion that trainers in their 

institutions conducted assessment planning before assessment while 20% were of the contrary 
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opinion. In the public VTCs, 77.10% of respondents reported that trainers in their institutions 

conducted assessment planning while 22.90% were of the contrary opinion.  

In conclusion, respondents from the NPs, private VTCs and TVCs reported that the trainers 

conduct assessment planning before beginning any assessment as compared to the public VTCs 

and TVCs. This therefore indicates that there is need for awareness on the assessment planning 

process for the public VTCs and TVCs. 

4.7.2.3 Validation of Internally Developed Assessment Tools  

 

 
Figure 13: Holding of Departmental Meetings to Validate Developed Assessment Tools 

The findings of the study indicate that; 94.29% of the respondents in National Polytechnics 

reported that the departments carry out departmental meetings to validate internally developed 

assessment tools while 5.71% of the respondents were of contrary opinion. 

In the private TVCs 85.37% of the respondents reported that the departments carry out 

departmental meetings to validate internally developed assessment tools while 14.63% do not carry 

out departmental meetings. In the public TVCs, 80.67% of the respondents reported that the 

departments carry out departmental meetings to validate internally developed assessment tools. 

In private VTCs 80% of the respondents reported that the departments carry out departmental 

meetings to validate internally developed assessment tools while 20% of the respondents reported 

that the departments do not carry out departmental meetings to validate internally developed 

assessment tools In Public VTCs, 61.07% of the respondents reported that the departments carry 
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out departmental meetings to validate internally developed assessment tools while 38.03% do not 

carry out departmental meetings. 

From the above findings, the percentage of respondents from the NPs, TVCs and private VTCs 

that convene departmental meetings to validate internally developed assessment tools was higher 

compared to the percentage of respondents that did in the public VTCs and this could be attributed 

to the fact that respondents in the NPs, TVCs have been sensitized on the procedures of validating 

assessment tools. 

4.7.2.4 Performance Criteria Weighting  

 

 
Figure 14: Use of Performance Criteria Weighting in Development of Assessment Tools 

The findings of the study indicated that; In National Polytechnics, 80% of the respondents reported 

that trainers in their institutions made use of the performance criteria weighting when developing 

assessment tools while 20% were of the contrary opinion. 

In the private TVCs 73.66% of the institution indicated that trainers made use of performance 

criteria weighting while developing assessment tools while 26.34% of the respondents did not 

make use of the performance criteria weighting. In public TVCs the respondents stated that 63.94% 

of trainers made use of the performance criteria weighting while 36.06% of the respondents stated 

that trainers did not make use of the performance criteria weighting.  

In private VTCs 74.29% of the respondents reported that trainers made use of the performance 

criteria weighting while 25.71% of the respondents were of contrary opinion. In public VTCs 
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54.96% of the respondents reported that the trainers made use of the criteria weighting while 

45.04% of the respondents were of the contrary opinion. 

The findings indicated that the percentage of respondents that made use of performance criteria 

weighting when developing assessment tools was higher in the NPs as compared to both private 

and public TVCs and VTCs. This could be because respondents in the NPs have undergone training 

on use of performance criteria weighting while the other respondents were yet to undergo the 

training.  

4.7.2.5 Institution Assessment Organizational Structure 

 

 
Figure 15: Implementation of CBET organizational structure among various institutions 

The findings of the study show that 65.71% of National Polytechnics had developed a CBET 

organizational structure while 34.29% had not. 

The findings also indicated that, 42.93% of private TVCs implementing CBET courses had 

developed a CBET organizational structure while 57.07% had not. Further, 39.78% of the public 

TVCs, implementing CBET courses, had developed a CBET organizational structure while 

60.22% had not. 

In the private VTCs, 35.71% stated that they had developed a CBET organizational structure while 

64.71% had not. In addition, 25.19% of the public VTCs stated that they had developed a CBET 

organizational structure while 74.81% stated that they had not. 

From the above findings, majority of the respondents in the NPs have developed CBET 

organizational structures as compared to the TVCs and VTCs in both the private and public sector 
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and this is majorly due to the fact that the NPs are assessment Centres hence are aware that such 

an organizational structure is necessary. 

4.7.2.6 Accreditation of Trainers by TVETA as External Assessors and Verifiers 

Respondents were asked whether all trainers in their respective institutions had been registered by 

TVETA as trainers and external assessors. The results were as per Figure 16. 

 

 
Figure 16: Proportion of Trainers accredited by TVETA as Trainers and Assessors 

From Figure 16, all respondents from NPs were of the opinion that not all their trainers had been 

registered by TVETA as trainers and external assessors. 23% of respondents from TVCs and 24% 

of respondents from VTCs reported that all their trainers had been registered as trainers and 

external assessors. The low percentage in TVCs and NPs could be attributed to the fact that these 

categories of institutions employ a large number of trainers both on permanent and temporal terms 

and not all of them have the requisite qualifications for registration as trainers and external 

assessors. Generally, it is important for institutions to ensure they comply with the requirements 

of the TVET Act regarding licensing by ensuring that all the trainers they engage either on 

permanent or temporal terms are licensed. TVETA should enhance awareness efforts to ensure 

that all stakeholders are aware of the requirement for trainers to be licensed before engaging in 

training service. 

4.7.2.7 Challenges Encountered in Assessment Process 

The study sought to find out the challenges encountered during the assessment process and the 

challenges the respondents stated included; Language barrier especially when administering 

assessment to trainees in the low level courses i.e. level 3 where some do not understand English 

in both the written and verbal form. This was also brought about by low literacy levels in some 

areas. Inadequate tools, equipment and resources to be used when assessing trainees especially 

during practicals where in most instances the number of trainees being assessed was greater than 
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the number of equipment available. Trainees are trained on manual equipment yet required to 

undertake assessment using automated ones for instance use of manual motor vehicle technology 

yet currently most motor vehicles are automatic. The respondents also stated that insufficient 

infrastructure i.e. workshops, theory rooms, laboratories and electronic equipment required during 

practicals for recording of evidence was also a challenge. 

Shortage of human resource required in assessment was highlighted as a challenge. Trainers who 

act as assessors are enough and some trainers lack the expertise to conduct Competency Based 

Assessment. The respondents also indicated that the high rate of trainees drop out mostly due to 

lack of fees, some trainees only being interested in acquiring skills and going to work without 

getting assessed posed a very great challenge as this means that the trainees to be assessed were 

not available. Assessing trainees with special needs was also a challenge as there were no clear 

guidelines on how to assess these trainees. 

Respondents also indicated that assessment is expensive in that the costs in conducting assessment 

are high especially when procuring resources required for each trainee during assessment as each 

trainee is required to have their own set of tools and equipment when undergoing assessment. 

Some trainees had a challenge of travelling to the assessment center especially where their 

institutions were not assessment Centres and this translated to high cost of assessment in terms of 

food, accommodation, transportation which resulted in trainees not taking part in assessment. 

Based on the findings of the study, it was noted that the respondents encounter a lot of challenges 

during the assessment process which should be addressed so as to ensure that the assessment 

process is streamlined and this will translate to successful assessments in the institutions. 

4.7.2.8 Improving Assessment  

Based on the findings from the study, the challenges that were encountered and some of the 

improvement plans stated by the respondents were: inclusion of another language such as Swahili 

in order to facilitate easy comprehension of the assessments. This can be done through verbal and 

written media that facilitates understanding. Provision of tools and equipment that facilitates easy 

capture of data. This can be done by increasing the number of equipment to match the number of 

trainees. An increase of infrastructure can be facilitated to cater for the trainees as it was found 

that the infrastructure present was insufficient for the trainees. 

The Human resource challenge was seen to be solved by ensuring a quick and efficient manner of 

assessing trainees who are trained and providing them with the necessary qualifications. A policy 

framework to be drafted in order to include a fair assessment of trainers with special needs. 

The assessment was found to be quite expensive for the trainers and trainees. It was suggested that 

the national and county government should fund some of the trainees and that the examining bodies 

should review the assessment fees so as to accommodate those that cannot afford the cost. 
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The respondents also suggested that trainers and trainees in their respective institutions should be 

capacity built on the entire competency based assessment process on a regular basis and that 

whenever any reviews or updates are made concerning the process, communication should be done 

in good time. 

From the above resolutions, it was observed that in National Polytechnics, TVCs and VTCs it was 

necessary to improve the infrastructure, human resource management and cost of the training 

programs would need improvement so as to ensure a smooth assessment process. 

4.8 Factors Affecting Implementation of CBET  

The study further sought to establish the factors affecting implementation of CBET. To achieve 

this objective, the respondents were asked to state the factors that could hinder effective 

implementation of CBET in TVET institutions. The findings are presented in Figure 16 

 

 

Figure 17: Factors Affecting Implementation of CBET 

 Figure 17 represents the responses received on factors affecting CBET implementation. . The 

factors are listed on the horizontal line with lack of awareness being the most common response 

received and lack of support from administrators being the least. The vertical line has the 

percentages. The highest percentage was 26% and the lowest was 6%.  
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Figures 17 shows that 26% of the respondents cited lack of awareness as the main factors that 

hindered effective implementation of CBET. One interviewee complained that: 

“...There is lack of awareness on CBET, trainers require sensitization on CBET, pedagogical 

training and capacity building in curriculum development, digitization and content development”  

The results agree with Solomon (2016) who found that a competence-based approach was 

implemented without extensive deliberations and understanding by TVET trainers in which 

trainers’ participation was minimal. The impact of trainee’s perception on a training program was 

earlier supported by Wesselink (2010), who stated that student perception can influence the nature 

and quality of teaching-learning process. In general, the negative perception of trainees has 

negatively affected implementation of CBET curriculum.  

The findings show that 23% of the respondents cited inadequate infrastructure as the factor 

hindering CBET implementation. This is true as in the section 4.5 on availability of infrastructure 

to support CBET implementation the responses indicated that most public institutions did not have 

adequate infrastructure especially at the VTC level. This therefore, corroborates the respondents 

earlier assertion on the same. Oviawe (2018) in a study on revamping TVETs through Public-

private partnerships identifies inadequate infrastructure as one of the challenges affecting the 

TVET sector. The study argues that this can be addressed through Public - Private Partnership 

(PPP) and institutions sharing available infrastructure.  

From the findings, 19% of the respondents cited inadequate trainers as one of the factors affecting 

CBET implementation. The respondents were of the opinion that more trainers should be deployed 

so as to reduce trainee trainer ratio.  From the above findings it is clear that inadequate trainers 

tend to affect student-trainer interactions during discussions in the class. This hinders CBET 

system implementation and trainers fail to apply learner centered interactive methods as required 

by CBET systems. These results concur with Wambua (2019) who revealed that the major 

challenges facing implementation of CBET included; shortage of teachers which resulted in 

overcrowded classes and inadequate teaching and learning resources. Additionally, CBET is 

practical in nature and requires individualized attention so if the student-trainer level is high this 

is not possible. 

The results from the respondents show the attitude of trainees to accept the CBET as another factor 

affecting CBET. The descriptive statistics shows that 14% of the respondents reveal that trainees 

had a negative perception towards CBET. These findings are in line with Tambwe (2017) who 

found that students had a negative perception towards trainers who tried to involve students in the 

teaching and learning process in order to trigger creative, problem solving attitude and inquisitive 

mindset.  

From the findings, it can also be observed that 12 % of the respondents were of the opinion that 

the accreditation process was a factor hindering CBET implementation in TVET institutions. The 

respondents cited delays in the assessment process.  The respondents further argued that once an 
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institution has been assessed as either a training center or assessment center it will wait for a long 

time before receiving the feedback. One respondent explained that; 

‘‘.... There is a tedious and long process of licensing, in addition there is multiple licensing by 

various examining and professional bodies’’. 

Lack of support from administrators scored 6%. This implies that in most institutions there was 

adequate support from administrators to facilitate CBET implementation. However, CBET 

implementation is a collaborative activity from all relevant stakeholders so only the support of the 

administrators is not sufficient. This should go hand in hand with Infrastructural development, 

availability of resources and adequate trainers, as administrators rely on all these factors to 

successfully implement CBET. 

4.9 Partnerships in CBET Implementation 

Based on the findings of the study, 63.57% of private institutions had established a form of 

partnership(s) to enhance CBET Implementation. The remaining 36.43% of training institutions 

had not established any form of partnership(s). 55.37% of public institutions had a form of 

partnership(s) that enhanced CBET implementation while 44.63% of public institutions do not 

have any form of partnership(s). 

 

Figure 18: Partnerships in CBET Implementations among various institutions 

4.9.1 Forms of Partnership 

Table 11: Forms of Partnerships 

 Public Private 

Forms of Partnership Yes No Yes No 

Industrial attachment  259(77%) 76(23%) 165(89%) 20(11%) 
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Dual training 75(22%) 260(78%) 71(39%) 114(61%) 

CBET assessment 68(20%) 267(80%) 56(30%) 129(70%) 

Dual certification  17(5%) 318(95%) 16(9%) 169(91%) 

Internship 126(38%) 211(62%) 85(46%) 100(54%) 

Mentorship 103(31%) 232(69%) 89(48%) 96(52%) 

Job placements 68(20%) 269(80%) 65(35%) 120(65%) 

Exchange programs  52(16%) 283(84%) 30(16%) 155(84%) 

Sponsorships  160(48%) 175(52%) 72(39%) 113(61%) 

Financial aid 113(34%) 222(66%) 42(23%) 143(77%) 

Workshops/seminars  107(32%) 228(68%) 69(37%) 116(63%) 

 

Table 11 shows the various forms of partnerships established by institutions. It can be seen that 

77% of the public institutions had industrial attachments as a form of partnerships while 23% of 

the institutions did not have any industrial attachment. The view was different in private 

institutions as 89% of them had industrial attachments while only 11% did not have. Industrial 

attachment is a critical component in training as it serves to offer trainees exposure to the real work 

environment and also provides an avenue for establishing networks with potential employers. 

Institutions should be encouraged to partner with industry in provision of industrial attachment. 

From the above findings, it was noted that a majority of the institutions had formed partnerships 

with various industries and organizations that were focused toward supporting industrial 

attachment. All the other forms of partnerships in training had been given very little attention by 

both public and private institutions as shown in Table 11. There is need therefore for institutions 

to diversify areas/ forms of partnerships in order to strengthen CBET implementation 

The study also sought to establish how the various forms of partnerships had enhanced CBET 

implementation and the respondents stated that the following had been achieved;  

● Fees for trainees from humble background has been paid hence minimizing trainees’ 

absenteeism,  

● provision of tools, equipment and resources for practical courses 

● provision of digital resources for development of digital content 

● trainees get hands on experience with dual training 

● reskilling and enabling trainees to get mentorship 
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● trainees get job placements and relevant environment for industrial attachment and this had 

narrowed the gap between the training institutions and the industry 

● capacity building of trainers through workshops and seminars e.g. on CBET 

implementation, digital content creation.  

4.10 Strategies for Effective Implementation of CBET Programs 

Trainers and administrators were asked to propose strategies they thought would promote effective 

implementation of CBET programs. Some of the proposed strategies included; Creation of 

awareness about CBET, Capacity building of trainers in CBET implementation, knowledge 

sharing between trainees and their peers in other training Centres, provision of startup kits to 

graduates, financial support to institutions to enable them put in place basic requirement for CBET 

implementation, sensitizing high school students on CBET courses, support to institutions to 

acquire state of the art training equipment, establishment of production units within institutions to 

provide hands on exposure of trainees on practical aspects of their programmes, working closely 

with state agencies involved in CBET, motivation of learners through stipends and making 

learning materials easily accessible. The results clearly show that all the key stakeholders i.e. 

institutions, government agencies, trainers, and industry have a role to play in enhancing CBET 

implementation in Kenya. 
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CHAPTER FIVE 

CONCLUSIONS AND RECOMMENDATIONS 

5.1 CONCLUSIONS 

The study revealed that there was low uptake of the new CBET programmes (TVET CDACC, 

National Polytechnic, Nursing Council and University TVET) compared to the traditional CBET 

programmes developed by NITA. This could be either because institutions were reluctant to 

embrace change or there was minimal sensitization on the newly developed CBET programmes. 

Of the CBET courses on offer, only 46% had been licensed by TVETA.  

Physical facilities in National Polytechnics were adequate to support CBET implementation.  

However, for the TVCs and VTCs some of the physical facilities such as workshops, laboratories 

and electronic equipment were not adequate to support CBET implementation. From the findings 

VTC’s had no adequately equipped libraries to support CBET implementation.   

Majority of trainers in NPs and both private and public TVCs had a qualification a level higher 

than the level they taught, however, a sizable number lacked pedagogical training. NPs and public 

TVCs had invested more in capacity building their trainers in areas such as CBET implementation, 

assessment, curriculum development and development of learning guides and training 

programmes as compared to private institutions. VTCs had made minimal efforts in building the 

capacity of their personnel to implement CBET programmes. Trainers in TVCs and VTCs had low 

levels of awareness of the CBET implementation framework and CBETA standards relative to 

their counterparts in NPs.  

More than half of institutions implementing CBET made use of curriculum support materials; 

Occupational Standards, curricula, learning guides, digital content for ODEL, training programs 

and mentoring tools. However, private TVET institutions make use of CBET support materials 

more than public TVET institutions. Majority of institutions maintained a portfolio of evidence 

and carried out assessment planning. Also, most institutions implementing CBET made use of 

performance criteria weighting while developing assessment items and validated their internally 

developed assessment tools as required. Majority of trainers engaged in training in TVET 

institutions were not licensed by TVETA as trainers and external assessors 

Lack of awareness, slow accreditation process, lack of support from administrators and attitude of 

trainees were the most common factors affecting CBET implementation across all categories of 

TVET institutions. Physical facilities in TVCs and VTCs were inadequate hence hindered CBET 

implementation.  

A number of TVET institutions around the country had established partnerships to support CBET 

implementation. More private institutions had established partnerships than public institutions 

(63.57% and 55.37%) The most popular form of partnerships established by institutions was 

industrial attachment.   
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Key strategies that could accelerate implementation of CBET programmes in Kenya include; 

creation of awareness about CBET to all parties, Capacity building of trainers, support to 

institutions to enable them put in place basic requirement for CBET implementation, establishment 

of production units within institutions to provide hands on exposure of trainees on practical aspects 

of their programmes and making curricula support materials easily accessible. 

5.2 RECOMMENDATIONS 

Several recommendations to different parties were made based on the study findings; 

Government agencies involved in skills development should increase awareness about CBET 

through awareness campaigns targeting all stakeholders including training institutions (both 

private and public), trainers, industry, parents/ guardians, out of school youth, career masters in 

secondary schools etc.  

The national and county governments should support training institutions operating under them to 

acquire state of the art training tools and equipment and also support the upgrading of general 

infrastructure.  Besides working with donors and development partners, the management of TVET 

institutions should collaborate with industries that can donate/ share various equipment, machines 

and tools that could be too expensive for the institutions to acquire on their own. 

TVET institutions should develop capacity building plans and ensure that all their staff are trained 

on CBET implementation including development of digital content and curricula support 

materials. This could be achieved through working together with development partners as well as 

government agencies involved in skills development. 

Agencies in charge of accrediting institutions as training and/or assessment Centres should fast 

track their processes and ensure that all interested and qualified institutions are accredited without 

much delay. Institutions should ensure that they engage only trainers who are licensed by TVETA. 

Management of TVET institutions should diversify their resource mobilization strategies so that 

they are able to marshal the needed resources needed to acquire the state of art resources for 

effectively implementing the CBET approach for the visually impaired. 

Institutions should consider establishing new partnerships and strengthening existing ones by 

increasing the forms of partnerships. Some of the possible areas of partnerships and collaborations 

that need to be strengthened include; dual training, CBET assessment, dual certification, 

internship, mentorship, exchange programmes and sponsorship. 
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APPENDICES 

Appendix 1: Questionnaires for Administrators and Trainers 

This questionnaire is designed to collect relevant information about your views on the “Status of 

Implementation of Competency Based Education and Training Programs in Kenyan TVET 

Institutions”. Your response to the items of this questionnaire will remain confidential and the 

results will be used entirely for the intended purpose. If any of the questions may not be appropriate 

to your circumstances, you are under no obligation to answer.  

Tick Accordingly: 

☐Trainer  ☐Administrator 

Part 1: Preliminary Information 

1.   County (Please select) 

      

2.   Type of Institution 

      ☐Private 

      ☐Public 

3.   Category of institution 

     ☐ Vocational Training Centre 

    ☐ Technical and Vocational College 

    ☐ National Polytechnic       

4.      Gender 

     ☐ Male 

     ☐ Female 

5.      Age group (years) 

   ☐ 21 - 30 

     ☐ 31 - 40 

     ☐ 41 - 50 

   ☐ Above 50 

6.      Training experience 

     ☐ 1 to 5 years  

     ☐ 5 to 10 years          

     ☐ 10 to 15 years        

     ☐ 15 to 20 years        

     ☐ Over 20 years        
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Part 2: Proportion of CBET courses adopted by TVET institutions  

201 Institutions total enrollment ……….. 

202 How many courses does your institution offer ……………. 

203 How many of the Courses above are  CBET ………. 

 

S/NO Curriculum Developer No of CBET Courses Approximate Enrolment 

1 TVET CDACC   

2 NITA   

3 National Polytechnic   

4 Nursing Council of Kenya   

5 University TVET    

6 Others (State)   

 Total   

Part 3: Availability of sufficient infrastructure in TVET institutions for CBET 

implementation 

 

301 Use a scale of 1-strongly disagree, 2-disagree, 3-neutral, 4-agree and 5-strongly agree to tick 

[√] in the box against each of the statements 

 

S/NO Statement 1 2 3 4 5 

a. Theory rooms in the institution are sufficient to support CBET 

implementation 

     

b. Workshops in the institution are sufficient and adequately equipped 

to support CBET implementation 

     

c. Laboratories in the institution are sufficient and adequately 

equipped to support CBET implementation 

     

d. Electronic equipment eg digital cameras, computers, projectors etc 

in the institution are sufficient to support CBET implementation 
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e. Institution has stable internet connection to support CBET 

implementation 

     

f. Institution has a spacious and adequately equipped library to 

support CBET implementation 

     

302 Additional comments on 301 above:  

 

 

 

 

Part 4: Accreditation status of CBET programmes offered by institutions  

 401 Of the CBET courses on offer, how many have been licensed by TVETA?................. 

 

Part 5: Capacity of Trainers to offer CBET Courses  

 501 Use a scale of 1-strongly disagree, 2-disagree, 3-neutral, 4-agree and 5-strongly agree to tick 

[√] in the box against each of the statements 

 

S/NO Statement 1 2 3 4 5 

a. Trainers have a qualification a level higher than what they teach      

b. Trainers have pedagogical training      

c. Trainers have attended a workshop/ seminar on CBET 

implementation in the last 2 years 

     

d.  Trainers have been trained on Curriculum development      

e.   Trainers have undergone capacity building on Competency based 

assessment (Diagnostic, Formative, Summative, Assessment of 

Prior Learning , Methods of Assessment, Development of 

Assessment and Mentoring Tools etc) 

     

f.  Trainers have been trained on the development of learning guides 

and training programs 

     

g.  Trainers have been trained on the development of digital content      

h. Trainers have attended industrial attachment in the last 2 years      
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i. Trainers are conversant with the CBET implementation policy/ 

framework 

     

j. Trainers/Administrators are conversant with the CBETA standard      

l. Institution has trainer mentorship programmes to support CBET 

implementation 

     

502 Additional comments on 501 above 

 

 

 

Part 6: Partnerships in CBET Implementation. 

601 Do you have any form of partnership to enhance CBET implementation (yes, no) 

602 If yes, tick all that apply 

● Industrial attachment 

● Dual training 

● CBET assessment  

● Dual certification 

● Open Educational Resources (OERs) 

● Internship 

● Mentorship 

● Job placements 

● Exchange programs 

● Sponsorship 

● Financial aid 

● Workshops/Seminars 

● Other(specify) 

 603 How has the partnership enhanced CBET implementation 

Part 7: Factors Affecting Implementation of CBET 

701 State factors that in your opinion affect effective CBET implementation  

 Part 8: Strategies to ensure implementation of the CBET programs in Kenyan Institutions; 

801 Propose any strategies that can ensure effective implementation of CBET programs  


