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ABSTRACT 

Entrepreneurial intention (EI) is considered as an element used by researchers to measure the 

propensity of individuals to become entrepreneurs.  Higher education institutions (HEIs) have 

been utilised globally by governments as mechanisms to increase the EIs of students by 

establishing entrepreneurship as an academic discipline and instituting entrepreneurship 

programmes at all educational levels. However, in South Africa, the Global Entrepreneurship 

Monitor (GEM) reports a decline in EIs in the last decade of the population aged 18-64 years. 

The current study investigated the influence of the entrepreneurship education (EE) at one 

selected Technical and Vocational Education and Training (TVET) college and a University of 

Technology (UOT) located in the Gauteng Province, South Africa through a comparative 

analysis.  The Theory of Planned Behaviour (TPB) and the Theory of Reasoned Action (TRA) 

were used as theories to underpin the study.  In addition, Self-efficacy (SE), Need to Achieve 

(NA) and Instrumental Readiness (IR) were included as constructs to examine further variables 

for EIs.   

The study adopted a survey design and followed a quantitative research approach in 

determining the relationship between the identified variables. A self-administered survey 

questionnaire was used to gather the data from the sampled students at the selected HEIs. The 

total number of usable questionnaires was 390 from the TVET college and 362 from the UOT, 

giving a total of 752 responses.  

The empirical analysis was performed by means of the descriptive statistics, exploratory factor 

analysis (EFA), Pearson correlations, and regression analysis. The descriptive analysis 

procedure was utilised to examine the demographic profile of the respondents as well as the 

perceptions of the respondents towards the research constructs of the study. The EFA procedure 

confirmed that all measurement scales applied in the study were unidimensional. The Pearson 

correlation analysis was used to examine the linear association between the constructs while 

the regression analysis was used to test the hypotheses. The results of the hypotheses tests 

revealed that EE was statistically significant in predicting the EI of the students from both the 

TVET college and UOT. The tests further revealed that EE was also statistically significant in 

predicting the Attitude towards Behaviour (ATB), Subjective Norm (SN), Perceived 

Behavioural Control (PBC), SE, NA and IR of the students from both HEIs in a similar manner. 

However, PBC, SE, and NA were found to be statistically insignificant for the TVET college 

students while for the UOT students only SN, NA and IR were statistically insignificant.  
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The study concludes that EE is an important tool that can be used to enhance the EI of the 

students at both types of HEIs. It further draws the conclusion that students from the TVET 

college are more dependent on external factors such as the support of their families and friends 

as well as the availability of resources to start thinking of starting their own business, whereas 

those from the UOT are more reliant on internal motivation. Based on the results, the study 

recommends that subjects in the curriculum in HEIs should have a learning unit dedicated to 

stimulating entrepreneurship amongst students.  Such an approach might inspire students to 

venture into entrepreneurship.  
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CHAPTER 1 

INTRODUCTION AND BACKGROUND TO THE STUDY 

 

1.1 INTRODUCTION  

 

The higher education environment in South Africa continues to change significantly since the 

emergence of democracy in 1994. Some of the changes facing this environment include the 

eradication of racial discrimination and the improvement of teaching at the historically Black 

institutions (HBI’s), the increased number of Black applicants for admission at universities and 

a rising challenge of improving the employability of the students (Scott, 2009:22). Evidence of 

these changes is the reclassification of public universities into three groups, namely: traditional 

universities, universities of technology and comprehensive universities (Bunting & Cloete, 

2010:1). In addition, the South African government has also introduced the Technical and 

Vocational Education and Training (TVET) colleges, which are the former Further Education 

and Training (FET) colleges (Gewer, 2016:40) with the intention of equipping the youth to be 

relevant to the increasingly competitive and volatile labour market (Gewer, 2016:22). Higher 

education is governed by the Department of Higher Education and Training (DHET) and its 

statutory bodies such as the Council on Higher Education (CHE) and the South African 

Qualifications Authority (SAQA). The DHET was established in 2009 when the Department 

of Education was split into Basic Education and Higher Education and Training (South Africa 

Yearbook, 2016:147). However, each institution still has a certain level of autonomy in terms 

of governance and operations. 

 

Students are the cornerstone of the higher education industry since it exists to serve their 

interests. However, in South Africa, students are faced with the challenge of unemployment 

after completing their qualifications (Van Broekhuizen, 2016:2; Kraak, 2010:84). According 

to Spaull (2013:7), unemployment in South Africa is not only high but has deteriorated since 

2008 and is linked to decreasing opportunities in the job market. Higher education institutions 

(HEIs) throughout the world are experiencing considerable functional and structural changes 

as they strive to meet the work-related needs of a global and knowledge-based economy 

(Popescu, 2015:411). As a result, the concept of entrepreneurship has been adopted and 

integrated into education by many countries as an instrument for economic growth by means 

of job creation (Odoro, 2015:277). According to Odoro (2015:277), much has been done during 

the past 10 years within South African higher education to set up mechanisms for the youth to 
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become actively involved in entrepreneurial activities (for example: entrepreneurial week at 

institutions of higher education). Valerio, Parton and Robb (2014:20) add that an enabling 

mindset and skills set are the potential constraints to entrepreneurial opportunity and success. 

Entrepreneurship education (EE) is therefore taken by almost all policy analysts as among the 

most important policy instruments to promote entrepreneurship (Cassim, Soni & Karodia, 

2014:36). 

 

Entrepreneurship is defined as “the process of creating something new with value by devoting 

the necessary time and effort, assuming the accompanying financial, psychic and social risks, 

and receiving the resulting rewards of monetary and personal satisfaction and independence” 

(Urban, 2015:8). Entrepreneurship also refers mostly to creating a new business (Prieger, 

Bampoky, Blanco & Liu, 2016:95). Entrepreneurship has evolved over time and has been 

found to positively contribute towards economic growth (Muhammad, Akhbar & Dalzied, 

2011:433). Economic growth is defined by Mohr and Fourie (2008:510) as the “annual rate of 

increase in total production or income in the economy”. The authors further state that a positive 

economic growth occurs when total real production or income is growing at a rate which is 

faster than that of the population. Furthermore, innovation is an essential element of economic 

growth as it enhances growth and profit (Galindo & Méndez-Picazo, 2013:501; Galindo & 

Méndez, 2014:826). Sarri, Bakouros and Petridou (2010:271) assert that entrepreneurship and 

innovation have been found to be positively related to each other. 

 

Moghavvemi, Salleh and Standing (2014:1181) suggest that entrepreneurs are found to be 

catalysts of national growth since they contribute to the economic performance by means of 

the introduction of innovations, facilitation of technological progress, the introduction of 

change, driving firms’ expansions, creating jobs and improving wealth. Entrepreneurs are, 

therefore, important for the growth of the economy.  However, for an individual to become an 

entrepreneur, there should be a certain degree of entrepreneurial intentions (EIs) by that 

individual. Aloulou (2016:1145) posits that the higher the intention to undertake a behaviour, 

the higher the propensity of performing it. Thus, the focus of this study is to investigate the EIs 

of South African students from Universities of Technology (UOTs) and Technical and 

Vocational Education and Training (TVET) colleges. The study will then perform a 

comparison between the EIs of the students from the UOTs and those from the TVET colleges.  
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1.2 PROBLEM STATEMENT  

 

This study was intended to investigate sevaral problems focusing on entreptreneurship in South 

Africa. First, unemployment continues to be high, and has reached at least 32,6 percent by the 

first quorter of 2021 (Statistics South Africa, 2021:1). Secondly, it is not known whether EE 

does lead to EI all the time as indicated by several reseachers (Bignotti & le Roux, 2016:2; 

Nabi, Walmsley, Liñán, Akhtar and Neame (2018:463). It is, therefore, necessary to investigate 

whether EE is sufficient to generate interest in EI among higher education students. 

Additionally, the role of behavioural, psychological and environmental factors in influencing 

the impact of EE on EI remains vague (Ndofirepi, 2020:2), and requires further examination.   

 

EI is considered as a primary element used by researchers to gauge the chances of individuals 

to become entrepreneurs (Franco, Haase & Lautenschlager, 2010:261). Higher education 

institutions have tried immensely to increase the EIs of students by establishing 

entrepreneurship as an academic discipline and instituting entrepreneurship programmes at all 

educational levels (Franco et al., 2010:261). According to Harrington and Kew (2016:23), in 

the Global Entrepreneurship Monitor (GEM) report, South Africa had begun to show signs of 

a significantly more pessimistic economic outlook when compared to the rest of the Sub-

Saharan countries. The report further indicated that South Africa’s economic growth has been 

below its annual population growth of around 1.6 per cent for the past two consecutive years, 

which implies that the country is going rapidly backwards (Harrington & Kew, 2016:23). The 

GEM report further elucidates that South Africa has a lower rate of potential entrepreneurs 

when compared to the rest of the entire African region (Harrington & Kew, 2016:25). This 

problem calls for urgent interventions to increase entrepreneurial activities in the country. The 

unemployment rate was standing at 27.7 percent in the beginning of the third quarter of 2017 

from 26.6 percent in 2016 indicating an increase of 1.1 percent (Statistics South Africa, 

2017:8). By the first quarter of 2021 the unemployment rate rose to 32,6 percent (Statistics 

South Africa (2021:1). This indicates a need for entrepreneurial activities to increase to 

counterbalance unemployment in the country (Bird & Wennberg, 2016:688). According to 

Faria, Cuestas and Mourelle (2010:1282), there is always an inverse relationship between 

entrepreneurship and unemployment. This implies that there should be an increase of 

entrepreneurial activities in South Africa given the increasing unemployment rate as noted 

above. The decline in entrepreneurial activities in South Africa could be attributed to the 

declining trend of EIs of the South African population. Over the past several years the EIs of 
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the population aged 18-64 years declined from 19.6 percent in 2010 to 11.9 percent in 2019 

(Herrington, Kew & Mwanga, 2017:21; Bowmaker-Falconer & Herrington, 2020:11). This 

decline poses a serious threat to the country’s economic growth. 

 

There is extensive evidence in international literature focusing on the impact of EE on EIs 

available (for example: Franco et al., 2010:260-275; Nabi, Holden & Walmsley, 2010:537-

551; Gerba, 2012:258-277; Sesen, 2013:624-640; Aloulou, 2016:1142-1164; Henly, Contreras, 

Espinosa & Barbosa, 2017:1017-1032; Wijayati, Fazlurrahman, Hadi & Arifah, 2021:1-14). In 

South Africa, several studies have already been conducted to investigate the impact of EE and 

entrepreneurial characteristics on university students’ EIs (e.g., Fatoki, 2010:87-98; Tshikovhi 

& Shambare, 2015:152-158; Iwu, Ezeuduji, Eresia-Eke & Tengeh, 2016:164-181; Michelle & 

Tendai, 2016:200-211; Matsheke & Dhurup, 2017:259-283; Musetsho & Lethoko, 2017:74-

89; Oni & Mavuyangwa, 2019:1-7). Isaacs, Visser, Friedrich and Brijlal (2007:613-629) and 

Skosana (2014:1398-1413) assessed the level of EE and training at the Further Education and 

Training (FET) level in South Africa and its impact on the students’ EIs.  Muofhe and Du Toit 

(2011:1-15) and Chukuakadibia, De Villiers and Pinto (2016:251-265) conducted comparative 

studies on students’ EIs of those that were enrolled for business studies or entrepreneurship 

and those that were not. Odoro (2015:276-283) and Ebewu, Rugimban and Shambare 

(2017:278-289) examined the influence of integrating product design and EE on EIs of 

students.  

 

A notable view is that there is no evidence of a comparative study between the EIs of students 

of UOTs and TVETs.  Furthermore, the conceptual framework under consideration in this study 

has not been tested in the South African higher education sector. In fact, most of the studies 

indicated above considered the constructs such as EE and EI separately, and did not assess 

them using the same psychological, behavioural and environmental factors used in this study 

as the mediating variables. The study is therefore ground-breaking in that it tested a unique 

model that had hitherto not been tested. The present study is, therefore, intended to address 

these existing research gaps.  

 

1.3 RESEARCH OBJECTIVES  

 

This study considered both primary and secondary research objectives. The secondary 

objectives are further divided into theoretical and empirical objectives.  
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1.3.1 Primary objective of the study 

 

The primary objective of this study was to conduct a comparative analysis of the influence of 

entrepreneurial education on the EIs of students at a selected UOT and those at a selected TVET 

in South Africa.  

 

1.3.2 Secondary objectives  

 

Secondary objectives are formulated to aid achieving the primary objective of this study, and 

they are divided into the theoretical and empirical objectives.  

 

1.3.3 Theoretical objectives  

 

The following theoretical objectives were formulated to achieve the primary objective of the 

study, and are as follows:  

• To review literature on the South African higher education environment, specifically UOTs 

and TVETs. 

• To conceptualise entrepreneurial education from literature. 

• To analyse literature on the antecedents of the TPB, namely: attitude towards behaviour, 

subjective norm and perceived behaviour control.  

• To explore literature on personality traits deemed crucial for entrepreneurial persuasion, 

namely, self efficacy and the need to achieve. 

• To conduct a literature review on instrumental readiness (access to capital, business 

information and network). 

• To analyse literature on EIs. 

 

1.3.4 Empirical objectives  

 

The following empirical objectives were formulated to achieve the primary objective of the 

study, and are as follows:  

 

• To assess the effectiveness of EE from the viewpoint of students at a selected South African 

UOT and TVET. 
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• To explore the level of entrepreneurship intentions amongst students at a selected South 

African UOT and TVET. 

• To determine the level of behavioural, psychological and environmental factors, namely: 

ATB, SN, PBC, SE, NA, and IR at a selected South African TVET college and UOT. 

• To determine the influence of EE on EIs amongst students at a selected South African UOT 

and TVET. 

• To examine the influence of EE on behavioural, psychological and environmental factors 

amongst students at a selected South African UOT and TVET. 

• To establish the influence of behavioural, psychological and environmental factors on EIs 

amongst students at a selected South African UOT and TVET. 

 

1.4 PRELIMINARY LITERATURE REVIEW 

 

Entrepreneurs are pursuing certain business opportunities, entering into new markets and 

offering new products, but all of this is rarely a process of unintentional behaviour (Gupta & 

Bhawe, 2007:77; Urban, 2015:47). Based on this premise, researchers have shifted their focus 

from studying the characteristics of existing entrepreneurs to studying factors leading to a 

decision to start a business (Küttim, Kallastea, Venesaara & Kiis, 2014:659). The Theory of 

Planned Behaviour (TPB) and the Theory of Reasoned Actioned (TRA) have been applied in 

various fields to determine intentions of individuals to perform a certain behaviour (Guo, 

Johnson, Unger, Lee, Xie, Chou, Palmer, Sun, Gallaher & Pentz, 2007:1068). Since starting a 

business is intentional behaviour, this study utilised both the TRA and the TPB including EE, 

SE, the need to achieve and the IR to investigate the intentions of the students to engage in 

entrepreneurial activities.   

 

1.4.1 The Theory of Reasoned Action (TRA) 

 

Ajzen and Fishbein founded the Theory of Reasoned Action (TRA) in 1975 (Liu, Segev & 

Villar, 2017:444). It is a widely studied, tested and accepted behavioural model that 

conceptualises the determinants of deliberately intended behaviours (Davis, Bagozzi & 

Warshaw, 1989:983; Lujja, Mohammad & Hassan, 2016:586). The TRA is intended to 

substantiate individual behaviour and it has been purposely applied in various fields by many 

scholars (for example, Kim, Kim & Goh, 2011; Mishra, Akman & Mishra, 2014; Untaru, Ispas, 

Candrea, Luca, & Epuran, 2014; Zarzuela & Antón, 2015; Lujja et al., 2016:586; Fleming, 
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Driver, Sansgiry, Abughosh, Wanat, Sawant, Ferries, Reeve & Todd, 2017; Conner, 

McEachan, Lawton & Gardner, 2017). These scholars applied this theory to stimulate positive 

behaviours and to theoretically determine human behaviour with regard to underlying factors 

that determine the behaviour to engage or not to engage in a particular cause of action. 

According to Doane, Pearson and Kelley (2014:155), TRA postulates that an individual’s 

attitude towards behaviour and the subjective norm (SN) influences behavioural intentions, 

which in turn influences the propensity to act. Guo et al. (2007:1068) argue that the TRA 

addresses the influences of cognitive components in undertaking a certain action. The 

researcher finds this theory to be more appropriate to this study since intentions of starting an 

entrepreneurial venture is a product of cognitive processes, which involves the recognition of 

complex patterns through which an individual can recognise a business opportunity (Baron, 

2006:112). Moreover, the TRA is one of the best-known social–psychological attitude– 

behavioural models, which considers external factors such as normative social influences on 

intentions to act (Prager, 2012:8). 

 

1.4.2 The Theory of Planned Behaviour (TPB) 

 

The Theory of Planned Behaviour (TPB) is an extension of the TRA (Hackman & Knowlden, 

2014:102). Ajzen developed it in 1988 (Küttima et al., 2014:659). Just like its predecessor, the 

TPB is one of the most well-studied and valuable theories for explaining and predicting 

behaviour (Zoellner, Estabrooks, Davy, Chen, You, 2012:172). According to TPB, human 

behaviour is guided by three kinds of considerations, namely: the beliefs about the likely 

consequences or other attributes of the behaviour (behavioural beliefs), beliefs about the 

normative expectations of other people (normative beliefs), and beliefs about the presence of 

factors that may further or hinder performance of the behaviour (control beliefs) (Ajzen, 

2002:665). According to Aloulou (2016:1144), deciding to start a new venture is supposed to 

be a planned action and should be preceded by an intention to do so. The TPB has been applied 

in many studies to predict the intention to start a new business and has been found to be 

consistent across multi-country studies with business students (Aloulou, 2016:1146). As the 

TPB is an extension of the TRA, it is relevant to this study since the main aim of the study is 

to examine the behavioural and psychological factors which may lead to the intention of an 

individual to start a business. 
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1.4.3 Entrepreneurship education  

 

EE is often defined as education that aims to develop competencies necessary to start up a new 

business venture (Lackéus, 2017:637; Sondari, 2014:49; Yu Cheng, Sei Chan & Mahmood, 

2009:558; Isaacs et al., 2007:614). According to Hasan, Khan and Nabi (2017:891), every 

person has the potential to become an entrepreneur. However, it is not possible for individuals 

to recognise their latent abilities. EE, therefore, aims at exposing the usefulness and the vibrant 

potential in each person to start a business (Marques & Albuquerque, 2012:56). According to 

Hasan et al. (2017:891-892), EE is divided into three categories, namely: 

 

• Generalised entrepreneurial education, which aims at exposing the latent abilities of a 

person to becoming an entrepreneur. 

• Motivational entrepreneurial education, which aims at motivating an individual to 

choose entrepreneurship as a career, and  

• Augmented entrepreneurial education, which aims at giving students the knowledge 

and skills required to shape their attitude to act in an entrepreneurial way. 

 

EE has been found to be useful in contributing towards the development of EIs of individuals 

(Lüthje & Franke, 2003:137; Fayolle, Gailly & Lassas-Clerc, 2006:709; Souitaris, Zerbinati, 

& Al-Laham, 2007:585; Steenkamp, Van Der Merwe & Athayde, 2011:51; Küttim et al., 

2014:659). 

 

1.4.4 Entrepreneurial intentions 

 

EIs can be defined as the state of mind directing a person towards the involvement in or the 

intention to start a business venture as opposed to organisational employment (Souitaris et al., 

2007:570; Nabi et al., 2010:538; Sesen, 2013:626). EI is consequently seen as a rational 

process that intends to put a business plan into action (Gupta & Bhawe, 2007:77; Sesen, 

2013:626; Dao, Bui, Doan, Dao, Le & Le, 2021:2). It is the first step in a sustained long-term 

process of starting a new business venture, thus making it central to understanding 

entrepreneurship (Gupta & Bhawe, 2007:73). Understanding the behavioural and 

psychological factors of EIs increases our understanding of intended entrepreneurial behaviour 

(McStay, 2008:7).   
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The section below provides a brief description of the behavioural and psychological factors of 

EIs.    

 

1.4.5 Behavioural, psychological and environmental factors influencing the 

entrepreneurial intentions 

 

• Attitude towards behaviour 

 

An attitude can be defined as a “psychological tendency that is expressed by evaluating a 

particular entity with some degree of favour or disfavour” (Eagly & Chaiken, 1993:1; 

Esfandiara, Sharifi-Tehranib, Prattc & Altinayd, 2019:174). There are several conceptual 

models used in an attempt to understand “attitude”. According to Maio and Haddock (2009:25), 

the most influential attitude model is that of Zanna and Rempel (1988). According to their 

multicomponent model of attitude, attitudes are a summary of evaluations of an object that has 

cognitive, affective and behavioural components (Hewstone, Stroebe & Jonas, 2015:174).  

 

Esfandiara et al. (2019:174) argue that the global measure of attitude towards entrepreneurship 

and entrepreneurial activities reflects people’s beliefs of how desirable or undesirable 

entrepreneurship outcomes can be. Shook and Bratianu (2010:234) postulate that if the 

outcomes of a behaviour are largely desirable, then the intent to perform the behaviour becomes 

stronger. In this regard, if the perceived outcomes of starting a business are largely desirable, 

then EIs will become stronger.   

 

• The subjective norm 

 

According to Veciana, Aponte and Urbano (2005:168), the SN is “the influence of a society's 

inherent cultural values and expectations to start entrepreneurial activities”. Normative beliefs 

are mainly concerned with the likelihood that significant others approve or disapprove of 

undertaking a certain behaviour (Ajzen, 1991:195). According to McStay (2008:34), these 

significant others could be an individual’s parents, peers and role models. SNs are divided into 

descriptive and social norms (Ham, Jeger & Frajman Ivković, 2015:740). Ham et al. 

(2015:740) refer to descriptive norms as real activities and behaviours that others are 

performing, and social norms, in contrast, refer to the perception of other people’s opinions on 
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how the individual should behave. Crisp and Turner (2014:117) are of the opinion that it is 

uncertainty in a task that increases the rate at which convergence on the social norm develops. 

The argument here is that in uncertain situations other people’s judgements could be a valuable 

heuristic that can assist in making sound decisions. Walker, Jeger and Kopecki (2015:185) 

assert that considering a society’s specific feelings towards entrepreneurship are better 

indicators of entrepreneurial activity as opposed to general cultural norms.  

 

• Perceived behaviour control (PBC)  

 

PBC can be defined as the “perception of the ease or difficulty of becoming an entrepreneur” 

(Liñán & Chen, 2009:596). As reported by Urban (2014:48), PBC reflects the perceived 

feasibility of performing the behaviour. Liñán and Chen (2009:596) add that PBC is quite 

similar to SE. However, Ajzen (2002:668) tries to differentiate between these two concepts by 

emphasising that PBC would include not only the feeling of being able to perform a behaviour 

but also the perception of one’s ability to control the behaviour itself which is being performed. 

 

• Self-efficacy (SE) 

 

SE is defined as the extent to which people believe they can perform a behaviour to achieve a 

particular desired outcome (Gerba, 2012:262; Cooper & Lu, 2016:223). Bandura (1989:1176) 

states that “people's perceptions of their efficacy influence the types of anticipatory scenarios 

they construct and reiterate”. People who have a high sense of efficacy visualise success 

scenarios that provide positive guides for performance and those who perceive themselves as 

inefficacious are more inclined to visualise failure scenarios and eventually undermine 

performance by dwelling on how things will go wrong (ibid.). Zhao, Hills and Seibert 

(2005:1267) found a positive relationship between entrepreneurial SE and intentions to start a 

business. They, therefore, defined entrepreneurial self-efficacy (ESE) in their study as 

confidence in one’s ability to successfully perform entrepreneurial roles and tasks. 

 

• The need for achievement 

 

The need for achievement is seen as an unconscious motive that drives people to perform well 

or to aim at improving their performance (Suhaimin, 2006:9; Loon & Casimir, 2007:92). The 
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importance of the need for achievement is that it has a positive influence on individuals in the 

direction of EIs (Indarti & Kristiansen, 2003:81). The need for achievement is also very crucial 

in understanding EIs because it is associated with successful performance of entrepreneurial 

activity (Collins, Hanges & Locke, 2004:101). Urban (2014:69) argues that McClelland’s 

Three Needs Theory, which first introduced the need for achievement, is quite relevant to 

entrepreneurs. The same author asserts that people with a high need to achieve (NA) want to 

accomplish reasonably challenging goals using their own efforts with money being a weak 

motivator.  

 

• Instrumental readiness  

 

Access to contextual elements such as capital, information and social networks is considered 

to have a direct impact on EI (Mat, Maat & Mohd, 2015a:287). According to Mat et al. 

(2015b:1018), these three factors are known as “instrumental readiness”. Capital refers mainly 

to the financing of the new venture, which could be by the entrepreneur’s own savings or by 

other peoples’ money (Bezuidenhout, 2014:227; Venter, 2015:286). According to Cassar 

(2004:261), financial capital is one of the fundamental resources required for the new venture 

to form and operate. The second element, information, refers to data endowed with meaning, 

relevance and purpose (Van der Walt & Fox, 2015:166; Baltzan, 2015:8). It is only by 

information that people would make sound decisions (Child, Ihriq & Merali, 2014:816). Social 

networks are individuals’ abilities to develop and maintain relationships with potential 

instrumental altars (Kim, 2013:121).  According to Martinez and Aldrich (2011:10), the social 

networks entrepreneurs create enables them to identify business opportunities and to establish 

innovative ventures. Fernandez-Perez, Alonso-Galicia, Fuentes-Fuentes and Rodriguez-Ariza 

(2013:293) argue that social networks consist of actors that could be individuals or 

organisations, and the relationships between these actors provide important channels for the 

acquisition of important information. Fernandez-Perez et al. (2011:294) further mention that 

social networks as providers of information can trigger business interest. 
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1.7 CONCEPTUAL MODEL AND HYPOTHESES STATEMENTS 

 

1.7.1 Conceptual model 

 

The conceptual model indicated in Figure 1.1 was developed from the review of the literature. 

The model shows that EE is the predictive variable, with seven psychological factors being 

mediating variables that may lead to entrepreneurial intention, which is the outcome variable. 

Further, a direct relationship was also discerned from entrepreneurial education to 

entrepreneurial intentions.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1.1: Conceptual model for the study 

 

Source: Author’s own compilation 
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1.7.2 Hypotheses statements 

 

Based on the conceptual model of the study illustrated in Figure 1.1, the following hypotheses 

were formulated.  

 

H1: There is a significant positive relationship between EE and EIs. 

H2: There is a significant positive relationship between EE and the attitude towards behaviour. 

H3: There is a significant positive relationship between EE and the SN. 

H4: There is a significant positive relationship between EE and the perceived behavioural 

control. 

H5: There is a significant positive relationship between EE and SE.  

H6: There is a significant positive relationship between EE and the NA. 

H7: There is a significant positive relationship between EE and the instrumental readiness. 

H8: There is a significant positive relationship between the attitude towards behaviour and the 

EI.  

H9: There is a significant positive relationship between the SN and the EI. 

H10: There is a significant positive relationship between the PBC and the EI. 

H11: There is a significant positive relationship between SE and EI.  

H12: There is a significant positive relationship between the NA and EI. 

H13: There is a significant positive relationship between IR and EI. 

 

1.8 RESEARCH METHODOLOGY 

 

Research methodology refers to the general approach taken in carrying out the research project 

(Long, 2014:428). According to Adams, Khan and Raeside (2014:6), the quantitative and the 

qualitative research methods are the main domains of research which are frequently observed 

in literature. The third research method is known as the mixed-research method since it 

combines both the quantitative and qualitative methods (Jonsen & Jehn, 2009:125; Bryman, 

Bell, Hirschsohn, Dos Santos, Du Toit, Masenge, Van Aardt & Wagner, 2014:31).  

 

The research method in this study included the research approach, design and strategy, 

literature review and the empirical study. A more comprehensive discussion of the research 

methodology applied in this study is provided in Chapter Five of this thesis.  
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1.8.1 The research approach 

 

In this study, the quantitative research approach was followed, under deductive reasoning and 

a positivist paradigm. The quantitative research approach is defined as research that explains 

phenomena according to numerical data from only a chosen sub-group of a population, which 

are analysed using mathematically-based methods (Yilmaz, 2013:311; Maree & Pietersen, 

2016:162). The rationale behind the adoption of the quantitative research method is that it is 

suitable for generalising the results and examining the relationships between different variables 

(Yilmaz, 2013:312-313; Bryman et al., 2014:23; Eyisi, 2016:94). 

 

1.8.2 Research design and strategy 

 

Research design is a plan of how the research project will be conducted (Loseke, 2017:5).  

Quantitative research designs can be classified into two main classes, namely, the experimental 

designs and the non-experimental designs (Maree & Pietersen, 2016:166). According to Maree 

and Pietersen (2016:171), surveys are the most widely used non-experimental research designs. 

Surveys are arguably the best methods utilised to collect data and are defined as the collection 

of information from a sample of individuals by means of their responses to questions asked 

(Check & Schutt, 2012:160; Ponto, 2015:168; Loseke, 2017:11). Creswell (2014:431) reports 

that surveys are divided into cross-sectional surveys and longitudinal surveys. Cross-sectional 

surveys are useful if a researcher wants to assess information at only one point in time 

(Creswell, 2014:431). This study, therefore, utilised the cross-sectional survey in collecting 

data because data for the study were collected from respondents only once at a single point in 

time.  

 

1.8.3 Literature review 

 

A literature review was conducted focusing on the higher education environment in South 

Africa, the research constructs, namely: Attitude toward behaviour (ATB), SN, PBC, SE, Need 

for achievement (NA), Instrumental readiness (IR) and the EIs. The theoretical background of 

this study was built up by the utilisation of dissertations, books, journals, reports, conference 

proceedings and various internet-based databases.   
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1.8.4 Empirical study design 

 

The empirical study design of this study comprises the target population, sample frame, 

sampling method, sample size, data collection method, measuring instrument and data analysis.   

 

1.8.4.1 Target population  

 

A target population refers to the element in the general population about whom the researcher 

wants to cover and draw conclusions on in the research project (Abutabenjeh & Jaradat, 

2018:7). The target population of this study consists of all students who are currently registered 

at a selected UOT in the Southern Gauteng region of South Africa. These students are either 

currently enrolled for or were enrolled for an entrepreneurship module. The students from a 

selected TVET college in the Southern Gauteng region of South Africa who were enrolled for 

an entrepreneurship module  also formed the target population. According to the class lists of 

the selected institutions, the target population of students at the selected UOT was 856 (N = 

856) and the target population of students at the selected TVET college was 1025 (N = 1025). 

 

1.8.4.2 Sample frame 

 

This is a list of units in the target population from which the sample may be drawn (Adams et 

al., 2014:73). This was to be obtained from the class lists of students generated from the 

Integrated Tertiary Software (ITS) system of all the faculties of the selected UOT and from the 

class lists of students of the selected TVET college. Nonetheless, due to difficulties in getting 

access to the UOT class lists, the sample frame could not be drawn. The researcher was, 

therefore, compelled to resort to the purposive sampling method. Students at the selected TVET 

college study EE from N4 to N6 levels. Hence, this study only considered students at these 

levels.   

 

1.8.4.3 Sampling method 

 

The major categories of sampling are the probability and non-probability sampling methods 

(Elfil & Negida, 2017:1). According to Elfil and Negida (2017:1), the probability sampling 

method is a method in which all subjects in the target population have a fair chance of being 

selected in the sample. Regarding the non-probability sampling method, Bryman et al. 
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(2014:40) accentuate that it is more subject to human judgement, thus making some members 

of the target population more likely to be selected than others. Due to the inaccessibility of the 

UOT’s class lists, the current study followed the purposive sampling technique which is a non-

probability sampling method. Given the sampling bias of the purposive sampling technique, 

the current study applied various recommended techniques to minimise the bias. Further 

information on the sampling method and the techniques applied to minimise the sampling bias 

is provided in Chapter Five, Section 5.7.1.5. 

 

1.8.4.4 Sample size  

 

If the population is about 500 units, then 50 percent should be sampled and for a larger 

population of about 5000, a sample of 400 is sufficient. Since this study is a comparative study, 

it has two distinct target populations, thus advocating the selection of two sample groups 

(Leedy & Ormrod, 2015:184). These sample groups were divided into students from a selected 

UOT and students from a selected TVET college. The sample size was, therefore, pegged at 

n= 400 students for each participating institution which is almost 50 percent of the total 

population of students.  

 

1.8.5 Data collection method 

 

Survey researchers usually utilise questionnaires and interviews to collect the data (Creswell, 

2014:408). According to Maree and Pietersen (2016:176), a group administration of 

questionnaires is a method where the researcher waits for a group of respondents at a time to 

complete and hand in the completed questionnaires. For this study, structured questionnaires 

were distributed to students during their entrepreneurship contact sessions (i.e., the group 

administration of questionnaires method was employed). The students completed the 

questionnaires and submitted them immediately after the classes. 

 

1.8.6 Measuring instrument 

 

The measuring instrument comprised nine sections. Section A provided the demographic 

profile of the respondents, whilst section B to I contained statements utilised to measure the 

constructs. The scales used are provided in Section 5.7.2. 
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1.8.7 Data analysis 

 

The data analysis of this study was conducted using the Statistical Package for Social Sciences 

(SPSS), Version 25.0. The statistical analysis procedures applied in this study were descriptive 

statistics, exploratory factor analysis (EFA), Pearson correlation analysis and regression 

analysis. The regression analysis was performed to test the predictive power of the independent 

variables on the dependent variables and was further utilised to test the hypotheses of the 

current study. More information on the data analysis of the current study is provided in Section 

5.7.6.   

 

1.8.8 Reliability 

 

Reliability is concerned with the question of whether the results of a research project are 

repeatable or not (Bryman et al., 2014:24; Leedy & Ormrod, 2015:117; Ko, Lee, Birch & Lee, 

2017:48). The Cronbach’s alpha coefficient and composite reliability were used as measures 

for the internal reliability of the instrument. Coefficients between 0.7 to 0.99 can be regarded 

as acceptable in many applications (Mohamad, Sulaiman, Sern & Salleh, 2015:165). This 

study, therefore, followed the same guidelines. 

 

1.8.9 Validity  

 

Validity refers to the evaluation of the aspects of a measuring tool whether they accurately 

measure what they are intended to measure (Ko et al., 2017:48). Commonly used techniques 

to assess the validity of the measuring instrument are face validity, content validity, construct 

validity and predictive validity. The current study, therefore, followed the same guidelines. The 

detailed discussion on validity is provided in Section 5.7.5. 

 

1.9 ETHICAL CONSIDERATIONS  

 

Ethics refers to behaviours that are good, right, fair and just when interacting with others (Els, 

Erasmus, Viviers, Alsemgeest, Du Toit, Ngwenya & Thomas, 2014:19). In a quantitative 

research approach, the ethical issues that need to be considered are obtaining permission to 

collect data, protecting the anonymity of the respondents, not disrupting sites and 
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communicating the purpose of the study (Creswell, 2014:583). Detailed ethical considerations 

followed in this study are outlined in Section 5.8.  

 

1.10 DEFINITIONS OF TERMS 

 

This section provides the definitions of the constructs and key terms used in this thesis. 

 

Table 1.1: Definitions of terms 

 

Term  Definition  Author  

Entrepreneurship  The process of creating something new with value by 

devoting the necessary time and effort, assuming the 

accompanying financial, psychic and social risks, and 

receiving the resulting rewards of monetary and 

personal satisfaction and independence. 

Urban (2015:8) 

Education  A means by which an individual’s knowledge, skills 

and attitudes are being altered.  

Kakouris 

(2015:90) 

Entrepreneurship 

education 

Education that aims at developing competencies in a 

person, necessary to start up a new business. 

Lackéus 

(2017:637) 

Attitude  A subjective assessment of the consequences of one’s 

intended behaviour that reflects how much one likes or 

dislikes. 

Kumar and Das 

(2019:3) 

Subjective norm The extent to which relevant persons or individuals 

support or do not support the performance of a 

particular behaviour. 

Dinc and Budic 

(2016:27) 

Perceived 

behavioural control 

Peoples’ perceptions of the ease or difficulty of 

performing a behaviour of interest. 

Ajzen (1991:183) 

Self-efficacy Beliefs in one's capabilities to mobilise the motivation, 

cognitive resources, and courses of action needed to 

meet given situational demands. 

Wood and 

Bandura 

(1989:408) 

Need to achieve The need to excel and the need for measurable personal 

accomplishment.  

Spinelli and 

Adams (2016:29) 

Instrumental 

readiness 

The actual access to the entrepreneurial supporting 

factors.  

Susetyo and 

Lestari (2014:190) 

Entrepreneurial 

intentions 

A self-acknowledged conviction by a person who 

intends to start a new business venture and consciously 

plans to do so at some point in the future. 

Padilla-Meléndez, 

Fernández-Gámez 
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Term  Definition  Author  

and Molina-

Gómez (2014:864) 

TVET Are those aspects of the educational process involving, 

in addition to general education, the study of 

technologies and related sciences and the acquisition of 

practical skills, attitudes, understanding and knowledge 

relating to occupations in various sectors of economic 

life. 

Tripney and 

Hombrados 

(2013:2) 

UOT A publicly-owned South African higher education 

institution offering vocational qualifications.  UOTs are 

distinguished in that they have a technology focus on 

technology innovation and transfer and offer 

technological, career-directed educational 

programmes. Many of the programmes offered 

include work-integrated learning that requires students 

to complete a structured programme while working in 

an organisation. This exposure to industry develops 

additional competencies that are not gained through 

purely academic programmes and assists graduates to 

find employment after graduation. 

Bridge (nd) 

 

Source: Author’s own compilation 

 

1.11 THE LAYOUT OF THE STUDY 

 

This study is presented as a complete research thesis document comprising the following 

chapters: 

 

Chapter 1: Introduction and background to the study 

This chapter comprises the problem statement, which provides the reason why this research 

project is undertaken. It also provides the research objectives, abbreviated literature review, the 

conceptual model and hypothesis statements, the research methodology, the ethical 

considerations and the layout of the study.   

 

 

 

 

http://www.bridge.org.za/knowledge-hub/psam/wiol/
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Chapter 2: The South African higher education environment  

This chapter comprises the literature review on the changes that took place in the higher 

education environment of South Africa since the emergence of democracy in 1994 and the 

introduction of EE at South African institutions of higher education.  

 

Chapter 3: Theoretical foundation  

This chapter provides a literature review on two theories underpinning the study, namely, the 

Theory of Reasoned Action and the Theory of Planned Behaviour. It also provides a literature 

review on the pedagogy of EE at institutions of higher education.   

  

Chapter 4: Literature review 

This chapter provides a literature review on all the constructs of the conceptual model and the 

hypothesis statements linking them to the theories underpinning the study. 

 

Chapter 5: Research methodology 

This chapter outlines the research paradigm, research design and the methods used in the study. 

It will include the sampling method used, data collection, administration of the measuring 

instrument, the reliability and validity of the instrument, the statistical techniques and the 

ethical considerations.    

 

Chapter 6: Data analysis, interpretation and discussion of empirical results  

This chapter provides the empirical results of the study and their interpretation.  

   

Chapter 7: Conclusions, recommendations, limitations and implications for future 

research 

In this chapter, the conclusions drawn from the literature review and from the results of the 

empirical analysis are presented. The conclusions are structured in a way that responds to the 

problem statement and the research objectives as outlined in Chapter One. Recommendations 

on how EIs could be enhanced are made. Limitations of the study and recommendations on 

research to be done in the future are also given. 
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CHAPTER 2 

 

THE SOUTH AFRICAN HIGHER EDUCATION ENVIRONMENT 

 

2.1 CHAPTER OVERVIEW 

 

The purpose of this chapter is to analyse literature on the South African higher education 

environment. Since EE is mainly offered at higher education institutions, it is, therefore, crucial 

that an overview of the higher education (HE) landscape is provided. The chapter first discusses 

the statutory bodies of the HE system in South Africa. Thereafter, HE policies before 1994 are 

discussed in order to provide an overview of how the HE system was manoeuvred by the 

apartheid government. The main focus is placed on the structure of HE under the apartheid 

regime, curricula, and research and funding of the higher education institutions (HEIs). The 

policies implemented by the democratic government post 1994 elections are also discussed to 

provide an overview of how the HE system was transformed in an attempt to redress the 

disparities enacted by the apartheid government. Such areas of transformation include 

curriculum development and research, funding of the institutions by the government, and 

institutional culture. The discussion on transformation further includes the merging of the 

public higher education institutions, renaming of technikons and further education and training 

(FET) colleges into TVETs, and the introduction of the community education and training 

colleges (CETCs). Additionally, the chapter brings to light some of the achievements of the 

HE system as a result of the enacted new policies by the current government. The closing 

sections of the chapter are dedicated to analysing the challenges experienced by the HE system.  

     

2.2 THE STATUTORY BODIES OF THE HIGHER EDUCATION SYSTEM  

 

Education is an important tool used by different countries globally striving to become well-

developed countries. It is therefore crucial that the government takes charge of this sector. It is 

the duty of the government to clearly define the purposes it wants the institutions of higher 

education to achieve. According to DHET (2016:1), the Department of Higher Education and 

Training has under its control four main categories of Post-School Education and Training 

(PSET) institutions, namely: “the public and private higher education institutions (HEIs); the 

Technical and Vocational Education and Training (TVET) colleges; Community Education 

and Training colleges (CETCs) and private colleges”. The higher education institutions can be 
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further divided into traditional universities, comprehensive universities and universities of 

technology (McKenna & Powell, 2009:37; Matsolo, Ningpuanyeh & Susuman, 2018:63). 

These institutions offer certificates, diplomas and undergraduate and postgraduate degrees up 

to doctoral degrees (Matsolo, Ningpuanyeh & Susuman, 2018:63). The government navigates 

the higher education system through policies to ensure that institutions of higher education 

deliver graduates of high quality, address short skills and research areas, and contribute towards 

socio-economic demands of a particular state (Hay & Monnapula-Mapesela, 2009:7).  

 

The statutory bodies of the HE system were, therefore, established to assist in developing a HE 

system that is equitable, providing education of good quality, which is responsive to economic 

and social development (CHE, 2001:77). The Council on Higher Education (CHE) was 

established in 1998 to perform the following duties: (1) to provide informed, independent and 

strategic advice to the Minister of Education on higher education matters, (2) through its 

permanent sub-committee, the Higher Education Quality Committee (HEQC), the CHE has a 

statutory responsibility for quality assurance and quality promotion of the HE system (CHE, 

2001:93). The HEQC carries out its responsibility as the quality assurer within the parameters 

of the regulations of the Education and Training Quality Assurers (ETQAs) of the South 

African Qualifications Authority (SAQA), which is the principal body that oversees standard 

setting and quality assurance in support of the National Qualifications Framework (NQF) 

(CHE, 2004:3). The National Qualifications Framework Act, 67 of 2008, Sub-section 3 of 

Section 5, highlights that “SAQA and the Quality Councils (QCs) must seek to achieve the 

objectives of the NQF by:  

 

(a) “developing, fostering and maintaining an integrated and transparent national 

framework for the recognition of learning achievements;  

(b) ensuring that South African qualifications meet appropriate criteria, determined by the 

Minister as contemplated in Section 8, and are internationally comparable; and  

(c) ensuring that South African qualifications are of acceptable quality”. 

 

The above discourse indicates that having a well-steered and balanced higher education (HE) 

system enables the government to create a climate which is conducive for economic growth. 

Thus, if EE was pitched at the standard of the well-developed countries, South Africa is likely 

to witness students establishing more businesses that would grow and create more jobs for the 

people.   
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2.3 HIGHER EDUCATION POLICIES BEFORE 1994 

 

The higher education policy framework of South Africa in the 1980s was laid down in such a 

manner that it maintained racial divisions, thus causing the higher education system to be 

disintegrated and uncoordinated with the main aim of putting the Whites in an advantageous 

position (Muswede, 2017:202). The University Education Act of 1959 was the centrepiece of 

ideology and policies of the apartheid government.  According to Maringe and Osman 

(2016:124), Blacks were only educated to become loyal servants of the country by providing 

cheap labour towards the growth of the economy. To maintain this segregation, the apartheid 

regime under the control of the National Party devised means to divide South Africa into five 

separate countries which were: 

 

• The Republic of Transkei, 

• The Republic of Bophuthatswana,  

• The Republic of Venda, 

• The Republic of Ciskei, and  

• The Republic of South Africa.  

 

The first four of these countries were known as the “TBVC” countries and the last one as the 

“RSA” (Bunting, 2006:35). Even though the South African government regarded these 

countries as independent, they were never recognised internationally as stand-alone states 

(ibid.). Bunting (2006:36) argues that Africans who constituted about 80 per cent of the 

population of South Africa were supposed to be citizens of the “TBVC” countries so that they 

would be excluded from representation in the national parliament. The CHE (2004:22) 

mentions that by 1968, the administration of education for Africans in South Africa was 

decentralised into various regions and self-governing homelands.   

 

In 1984, the apartheid government further divided the South African citizens by introducing a 

new constitution of the Republic of South Africa. The new constitution divided the parliament 

into three chambers (Moleah, 1984:3). One chamber was for the representatives of the White 

citizens (the House of Assembly), one for the representatives of the Coloured citizens (the 

House of Representatives) and one for the representatives of the Indian citizens (the House of 
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Delegates) (Steyn & de Villiers, 2007:16). There were no provisions made in parliament for 

the representation of Africans living in the Republic of South Africa (Bunting, 2006:36).  

 

2.3.1 The structure of higher education under the apartheid regime 

 

The rationale behind the creation of the three chambers mentioned above was to further 

distinguish between “own affairs”, which referred to the affairs of the Whites, Coloureds and 

Indians and “general affairs” were considered to be affairs of all racial communities (Bunting, 

2006:36). The 1984 constitution considered education as an element of the “own affairs” 

(ibid.). The rationale behind the categorising of affairs into the “own affairs” and “general 

affairs” as far as education is concerned was to designate the higher education institutions for 

the exclusive utilisation of one of the four racial groups of South Africa. This resulted in a 

classification of White Afrikaans and White English universities, which were further 

differentiated in terms of the language of instruction, academic, intellectual and socio-political 

cultures and epistemic alliances of that time (Hay & Monnapula-Mapesela, 2009:11). In 1985, 

the higher education institutions were divided among the racial groups as follows: 19 

institutions were for exclusive use by Whites (Afrikaans and English), two for exclusive use 

by Coloureds, two for exclusive use by Indians and six were allocated for exclusive use by 

Blacks (Bunting, 2006:36). These divisions resulted in the sub-division of the department of 

higher education into 19 departments of education, of which five catered for White students, 

one for the Asian students, one for Coloured students and eleven for the African students 

(Erasmus, 2008:64). A single umbrella education department set the norms and standards for 

the other departments.  

 

The differentiation of the higher education institutions enabled the apartheid government to 

provide more support to other institutions mostly known as historically advantaged institutions 

(HAIs) whose education was categorised as “own affairs”, and others were relatively 

disadvantaged institutions (HDIs) whose education was categorised as “general affairs” 

(Barnes, 2006:150; Hay & Monnapula-Mapesela, 2009:11). The higher education institutions 

were further divided into two groups which would perform different functions in terms of the 

then ruling party’s ideology. These groups were universities and technikons (Erasmus, 

2008:70). Universities were perceived to be of a higher value and status than the technikons 

(Du Pré. 2010:7). Universities were mainly made to create knowledge and the technikons for 
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the application of knowledge (Erasmus, 2008:70). A brief overview of the institutional 

landscape before 1994 is presented in Table 2.1.  

 

Table 2.1: Classification of public universities and technikons by racial origins and by 

historical advantage/disadvantage before 1994   

 

Category Institutions included Historically 

advantaged/ 

disadvantaged 

Historically Black 

universities: RSA 

University of Durban-Westville, Medunsa University, 

University of the North, Vista University, University of 

the Western Cape, University of Zululand 

Historically 

disadvantaged 

Historically Black 

universities: TBVC 

University of Fort Hare, North West University, 

University of Transkei, Venda University  

Historically 

disadvantaged 

Historically Black 

technikons: RSA 

ML Sultan Technikon, Mangosuthu Technikon, 

Technikon Northern Transvaal, Peninsula Technikon 

Historically 

disadvantaged 

Historically Black 

technikons: TBVC 

Border Technikon, Eastern Cape Technikon, North west 

Technikon,  

Historically 

disadvantaged 

Historically White 

(Afrikaans) 

universities: RSA 

University of the Orange Free State, University of Port 

Elizabeth, University of Pretoria, Potchestroom 

University, Rand Afrikaans University, University of 

Stellenbosch 

Historically 

advantaged 

Historically White 

(English) universities: 

RSA 

University of Cape Town, University of Natal, Rhodes 

University, University of the Witwatersrand 

Historically 

advantaged  

Historically White 

technikons: RSA 

Cape Technikon, Free State Technikon, Natal Technikon, 

Port Elizabeth Technikon, Pretoria Technikon, Vaal 

Triangle Technikon, Technikon Witwatersrand  

Historically 

advantaged 

Distance education 

universities and 

technikons 

University of South Africa (UNISA), Technikon South 

Africa (TSA) 

Historically 

advantaged  

 

Source: Bunting (2006:49) 
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As shown in Table 2.1, the HEIs were highly racially classified. All the HEIs which were 

attended by Black people, received limited support from the government and are hence 

categorised as historically disadvantaged. The institutions which were attended by White 

people, regardless of the   language of instruction, were all provided with greater support by 

the government in terms of resource allocation and are hence categorised as historically 

advantaged. The two distance-learning HEIs, namely, UNISA and Technikon South Africa 

were also provided with full support by the government. 

 

2.4 HIGHER EDUCATION POLICIES POST-1994 

 

The period after the 1994 democratic elections in South Africa gave rise to unprecedented 

changes in the higher education sector. It was crucial that these changes be effected since they 

were a means for the government to transform the higher education landscape of South Africa. 

Transformation is a profound and radical change which makes for a clean break from the past 

towards new configurations, structures and processes (Maringe & Osman, 2016:121). The 

word “transformation” is derived from a Latin verb “transformare” (Du Preez, Simmonds & 

Verhoef, 2016:1). Du Preez et al. (2016:1) highlight that the prefix “trans” meaning “bridging” 

is combined with “formare” meaning “to form” mainly used in the 1590s which meant to 

undergo a change in form. This transformation was mostly based on a report from the National 

Commission on Higher Education (NCHE). The NCHE started operations in January of 1995, 

and by September in 1996, it submitted its report to the minister (Cloete, 2006:58). To redress 

the disparities of the past in the higher education environment were the reports of the NCHE 

(1996), White Paper 3 (WP3) of 1997, the Higher Education Act of 1997 and the South African 

Qualifications Authority (SAQA) Act of 1995 that created the NQF (Lange, 2017:35).  

 

During the first two decades into the democratic government, higher education may well be 

characterised as having been in a state of dynamic flux, with varying segments, separately but 

sometimes aligned, working hard to correct the apartheid disparities while at the same time 

trying to ensure that the required level of quality of education received by students is achieved 

(CHE, 2016:64). According to the CHE (2016:64), the intended corrections were not always 

possible or successful; hence, the placement of several institutions under curatorship in the 

latter decade was evident for several failures.  
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2.4.1 Areas of focus during the transformation period of higher education in South 

Africa 

 

The transformation of the higher education environment was to be undertaken by identifying 

areas in which the government needed to intervene by developing new policies and 

implementation strategies (Soudien, 2010:7). The White Paper 3 (1997:7-9) outlines the 

fundamental principles laid down by the ministry that should guide the implementation of the 

transformation process of higher education in South Africa as follows:  

 

• Equity and redress: This principle requires that there should be fair opportunities for 

all races to enter higher education programmes and to succeed in them. 

• Democratisation: This principle requires that governance of the higher education 

system and of individual institutions should be democratic, representative and 

participatory and characterised by mutual respect, tolerance and the maintenance of a 

well-ordered and peaceful community life.  

• Development: This principle means that conditions must be created to facilitate the 

transformation of the higher education system to enable it to contribute to the common 

good of society through the production, acquisition and application of knowledge, the 

building of human capacity, and the provision of lifelong learning opportunities.  

• Quality: The pursuit of the principle of quality means maintaining and applying 

academic and educational standards, both in the sense of specific expectations and 

requirements that should be complied with and in the sense of ideals of excellence that 

should be the aims of higher education. 

• Effectiveness and efficiency: The principles of effectiveness and efficiency are related 

though distinct. An effective system or institution functions in such a way that it leads 

to desired outcomes or achieves desired objectives. An efficient system or institution is 

one which works well, without unnecessary duplication or waste, and within the bounds 

of affordability and sustainability. 

• Academic freedom: The principle of academic freedom implies the absence of outside 

interference, censure or obstacles in the pursuit and practice of academic work. 

• Institutional autonomy: The principle of institutional autonomy refers to a high degree 

of self-regulation and administrative independence with respect to student admissions, 

curriculum, methods of teaching and assessment, research, the establishment of 
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academic regulations and the internal management of resources generated from private 

and public sources. 

• Public accountability: The principle of public accountability implies that institutions 

are answerable for their actions and decisions not only to their own governing bodies 

and the institutional community but also to the broader society. 

 

The areas of transformation discussed in the following sections, namely: curriculum 

development and research, institutional culture, funding of the institutions by the government, 

the merging of the public higher education institutions, renaming of technikons and further 

education and training (FET) colleges and the introduction of the community education and 

training colleges (CETCs) were guided by the aforementioned principles.   

 

2.4.1.1 Curriculum  

 

The higher education curriculum is the most contested battlefield since it is how access and 

equity could be regulated and redresses the past injustices (Baloyi & Naidoo, 2016:20). 

Liberating the higher education curriculum is inevitably a liberation from hegemonic 

disciplinary cultures and socio-economic inequality (ibid.). There are multiple definitions used 

to define the term “curriculum”. Du Preez and Simmonds (2014:3) support the opinion that the 

multiplication of the definitions of “curriculum” does not necessarily constitute an urgent 

problem to be solved. One can take that specific meaning which relates to the study in question 

and utilise it (Stefan, 2010:12). The term “curriculum” is derived from the Latin verb “currere”, 

which meant “to run”, “racing chariot”, “racetrack” or “course” (Pratt, 1994:5; Stefan, 2010:12; 

Su, 2012:153). According to Stefan (2010:12), the contemporary meaning of curriculum is that 

of “courses offered by an educational institution or a set of courses constituting an area of 

specialisation”. Su (2012:153-155) posits that the definitions made by different researchers can 

be divided into five different categories, starting from the narrow ones to the broader ones. 

Table 2.2 depicts the five categories of definitions of curriculum from the narrow to the broader 

as outlined by Su (2012:153-155).   
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Table 2.2: Categories of curriculum definitions  

 

Category  Description of definition   Author and 

year 

Curricula as a 

set of objectives 

Curriculum here is regarded as a means of achieving specific 

educational goals and objectives. The characterising factor in 

this regard is the focus on the end product and could be teacher-

orientated or administrative-orientated. In the case of the latter, 

politicians are the ones developing the curriculum without any 

consultation with the teachers. 

Su (2012) 

Curricula as 

courses of study 

or content 

Curriculum can be understood as a process of selecting courses 

of study or content. These definitions focus on course content 

rather than learning objectives.   

(Beauchamp, 

1977; Wood & 

Davis, 1978) 

Curricula as 

plans 

A curriculum can be seen as a plan or a sort of blueprint for 

systematically implementing educational activities. These 

definitions combine both the content and the methods for 

instructional acts.     

Tom (1984) 

and Pratt 

(1994) 

Curricula as 

documents 

Curriculum here is viewed as a documented outline of a course 

program that is written on a piece of paper. Curriculum is thus 

seen as an official written program of study that is published by 

authorities, department of education or boards of education. 

Curriculum “has become associated with the official written 

programs of study published by ministries or departments of 

education, local authorities or boards of education, and is 

synonymous with the term, “syllabus”.  

Brady (1995); 

Barrow and 

Milburn 

(1990) 

Curricula as 

experiences 

Curriculum in this regard is seen as a set of interrelated set of 

plans and also experiences which students complete in a school 

setting. The experiences mentioned here refer to the unplanned 

happenings in the classroom.  

Marsh (1997) 

 

Source:  Su (2012:153-155) 

 

Table 2.2 provides an overview of how the definitions of curriculum developed by different 

researchers in the previous 40 years are divided into five categories. The definitions range from 

the narrow ones at the top to the broader ones at the bottom. It should be noted though that the 
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broader definitions are built on the narrow ones, thereby comprising elements of the narrow 

definitions.    

 

In higher education, curriculum is very important since curricula are means by which policy 

necessities, such as policies that intend to bring about change, are brought to life (Du Preez, 

Simmonds & Chetty, 2017:98). The NQF was the key mechanism in steering South Africa 

towards a high skills and high growth path of economic development (Ensor, 2006:180). 

According to Ensor (2006:180), this was going to be possible since the NQF would allow credit 

accumulation and credit transfer thus bringing formal academic education and vocational 

training into closer alignment (Breier, 2001:17). Many of the South Africans competently 

performed jobs for which they did not have formal certification since the apartheid government 

denied them such due to its legislation on job reservation. The NQF brought about the 

modularisation of curricula and credit accumulation with the aim of allowing workers, in 

particular, to acquire high skills and mobility of their skills thus eroding the disciplinary 

boundaries built by the apartheid regime (Farisani, 2010:2). The main assumption behind the 

introduction of the NQF is the notion of equivalence of different knowledge forms. 

Modularisation is the dividing of the curriculum into small discrete modules or units which are 

independent, non-sequential and have a shorter duration (French, 2015:1). With the 

modularisation of the curriculum, students accumulate credits for modules, which can lead to 

a qualification for which a specified number of credit points is required (French, 2015:1). For 

an individual to get a higher certificate qualification they should accumulate 120 credits, which 

are equivalent to a total number of notional study hours of 1200 with 10 notional hours being 

equivalent to one credit (McGrath & Nickola, 2008:3). For an undergraduate degree such as a 

Bachelor’s in Commerce (B.com) degree, one should accumulate 360 credits.  

 

Ensor (2006:180) accentuates that two contending discourses came into existence regarding 

the structuring of the curricula of higher education in South Africa. The first one was the 

disciplinary discourse which “rests upon explicit, vertical pedagogic relations between teachers 

and students, with the rules of selection of curriculum content and of evaluation residing in the 

hands of the teachers” (Karseth, 2006:258) and the credit accumulation and transfer discourse 

which are linked to market-driven economic systems (Leibowitz, 2012:75). These two are still 

in contention even today since the report of the NCHE was in favour of incorporating the two 

discourses, meaning that none of the two discourses should eradicate the other (Ensor, 

2006:184).  
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Another important feature of the post-apartheid curricula is the ability to progress from a 

certificate to a diploma and eventually to a degree which was not the case during the apartheid 

government (Botha, 2009:163). Various universities during the dispensation of the apartheid 

government would offer post-school education programs, which were only aimed at 

qualifications for professionals (ibid.). This progression enables the candidates to upgrade their 

qualifications gradually.  

 

2.4.1.2 Recognition of prior learning  

 

Frick and Albertyn (2011:145) highlight that the recognition of prior learning (RPL) has 

become prominent in the South African higher education sector during the first ten years post 

the apartheid government. These authors further mention that RPL has also become an 

imperative in the South African higher education system given the legacy of the apartheid 

government with issues such as equity and redress as pertinent points of focus. RPL is defined 

as “the comparison of the previous learning and experience of a learner howsoever obtained 

against the learning outcomes required for a specified qualification, and the acceptance for 

purposes of qualification of that which meets the requirements” (SAQA, 2002:7). Moore and 

Van Rooyen (2002:293) concur with Harris and Saddington (1995:7) that in terms of the 

current political, economic and social context in South Africa, RPL is perceived to have the 

capacity to:   

 

• Contribute to redress equity by opening up more ways for people to attain qualified status;  

• Enable more people to reach higher levels of qualification and expertise by beginning with 

an acknowledgement of existing skills and knowledge;  

• Contribute to enhancing international economic competitiveness by building on often 

invisible and unacknowledged workforce skills; and  

• Offer the first step in attaining the goal of developing a multiskilled and flexible workforce 

by acting as an auditing tool to quantify existing competence.   

 

2.4.1.3 Research  

 

The academic institutions create knowledge also through research (Sondari, Tjakraatmadja1 & 

Bangun, 2016:1269). In the Oxford English dictionaries, research is defined as “The systematic 
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investigation into and study of materials and sources to establish facts and reach new 

conclusions”. This process of investigating and studying materials and sources creates new 

knowledge. Knowledge can be divided into tacit and explicit knowledge (Kiran, Agarwal & 

Verm, 2013:2; Van Der Waldt & Fox, 2015:164). Vaghely and Julien (2010:74) define 

knowledge as information that comes with insights, experience, intuition, judgement and 

values. Johannessen, Olaisen and Olsen (2002:1100) see knowledge as a piece of systematic 

and well-structured information that can be utilised for one or more purposes. Knowledge, is, 

therefore, perceived as information at a higher value which is readily available to be applied in 

decision making and the taking of an action.  

 

Knowledge is very crucial since economic development is driven by it and can empower a 

country. As disparities also existed in the area of research, the Education White Paper 3 of 1997 

indicated that “improving staff equity, enhancing quality and promoting research 

development” should also be one of the key goals of the transformation process (Hay & 

Monnapula-Mapesela, 2009:14). The Education White Paper 3 of 1997, also indicated that “the 

production, advancement and dissemination of knowledge and the development of high-level 

human resources are core functions of the higher education system” (Bawa & Mouton, 

2006:199). Based on this, the government had to invest in different strategies and projects to 

address the inequalities of the previous apartheid regime and to strengthen the research 

capacities of designated groups and within the Technikon sector (ibid.). One of the key 

elements to encourage the creation of knowledge through research are the funding mechanisms. 

Steyn (2002:253) alludes to the premise that the South African research subsidy formula has 

been utilised by the government to fund universities and technikons for almost two decades. 

He further mentions that only three funding formulae were utilised in South Africa during the 

last half-century, namely: the Holloway formula, the Van Wyk de Vries formula and the 

SAPSE formula. There was an evolution of these formulae since 1951 (Madue, 2006:38). 

These funding mechanisms are discussed in detail in Section 2.4.1.5. In the 1996 report of the 

NCHE, it was clearly mentioned that there is a need to develop a new funding framework for 

the measurement of research output and was further codified in the White Paper 3 of 1997 

(ibid.).  

 

The government has indeed devised means to encourage research output by the NFF, which 

was implemented in the 2004/2005 financial year (CHE, 2016:194). The DHET has provided 

substantial funding to institutions generated by a formula based on research outputs in the form 
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of publications and graduated research students (ibid.). The CHE (2016:194) highlights that a 

lot of assistance in this area also came from several initiatives of the Department of Science 

and Technology (DST), which were administered by the National Research Foundation (NRF). 

The same postulates that these initiatives resulted in the establishment of a wide range of 

national research facilities providing academics with external opportunities to conduct 

research. By 2014 there were 150 research chairs (SARChi), and fifteen centres of excellence 

established within the universities providing funding streams in addition to the government 

subsidies for research. All of these resulted in extensive growth in peer-reviewed research 

outputs, as measured by the DHET over the last decade in terms of its policy for the annual 

accreditation of scholarly publications (CHE, 2016:193; Kikaya, 2016:1148). The research 

output grew from 6660.24 units in 2004 to 12 363.81 units in 2012 (CHE, 2016:194). This 

increase is not only evident in selected few institutions, but the growth is evident across all the 

institutions of higher education in South Africa. The research growth has also been noticeable 

in the number of annual doctoral graduates, from the low base of 823 in 2001 to 1274 in 2007, 

and further grew to 1878 in 2012 (ibid.).  

 

2.4.1.4 The new inclusive institutional cultures  

 

The NCHE’s two main objectives were to remove any abnormalities within higher education 

as a result of the policies of the apartheid government and to develop higher education to 

internationally acceptable standards (Kamsteeg, 2016:2; Bazana, McLaren & Kabungaidze, 

2018:4). An institutional culture which is biased in terms of accommodating one racial group 

and exclusive to the other could be seen as an abnormality that was to be addressed by the 

NCHE. According to Higgins (2007:97), the term ‘institutional culture’ here in South Africa is 

currently utilised to refer to what is perceived as dominant ‘whiteness’ at the institutions of 

higher education. The institutional culture has been acknowledged as being resilient to change 

(Bazana et al., 2018:4). It has, therefore, became a buzzword during the transformation of the 

higher education system here in South Africa (Higgins, 2007:97). Bazana et al. (2018:4) 

accentuate that “not only is there a need to overcome discrimination with regard to access to 

higher education, but also the racial dynamics at the core of the institution need to be 

addressed”. The institutional mergers in South Africa among other things were meant to build 

new institutional cultures and identities inclusive of all races (Kamsteeg, 2016:2). The attempts 

of the Higher Education policies to culminate the institutional cultures which are detrimental 

to a united HE system are somehow yielding positive results even though the transformation 
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in that regard is a bit slow. The University of Stellenbosch’s statement of Institutional Intent 

and Strategy 2013-2018 that aims at changing the university’s institutional culture serves as 

evidence of this (Jacobs, 2016:211).     

 

2.4.1.5 Funding 

 

Funding is one of the areas that the new government had to investigate since the previous 

government perpetuated its discriminatory agendas also through the funding of the higher 

education institutions in South Africa. This section of the study begins by providing an 

overview of the funding mechanisms that were utilised by the apartheid government and the 

one utilised by the democratic government from the 2004/2005 financial year.  

 

2.4.1.5.1 Funding under the apartheid government  

 

There were only two types of government funding used to fund higher education institutions 

(Bunting, 2009:73). The first one was that of negotiated budgets and was aimed at funding the 

historically Black universities and technikons (Bunting, 2009:73; Odhav, 2009:29). The second 

was the formula funding, which was initially aimed at funding the historically White 

universities and technikons (Bunting, 2009:73; Odhav, 2009:29). The historically White 

universities were given considerable autonomy in terms of deciding how their grants were to 

be spent whereas, their counterparts, the historically Black universities had to apply for 

approval from the government departments before they could do anything with the grant given 

to them (Bunting, 2009:73). Matsolo et al. (2018:3) contend that even in 1993, the allocations 

of educational funding were racially skewed and unequal as the then government allocated 

R4504 for the education of a White child, R3625 for an Indian child, R2855 for a Coloured 

child and a worthless R1532 for a Black African child. Steyn and de Villiers (2007:14-23), 

Styger (2014:29-35) and Styger, Van Vuuren and Heymans (2015:262-267) describe the 

formulae funding mechanism utilised during the apartheid government as follows:  

 

• The funding formulae under the apartheid government 

 

The Holloway formula: This formula came to existence after the government appointed the 

Holloway Commission in 1951 to investigate the university funding. After its investigation, 

the Commission wrote a report with the so-called Holloway formula. The formula got 



35 
 

implemented in 1953 and formed the basis of state funding until the early part of the 1970s. 

The Holloway formula was used by the government to fund higher education institutions for 

20 years. During this period, minor amendments were made to the formula in 1959, 1964 and 

1969. The universities eventually started exploiting the formula by dividing their academic 

courses into smaller units so that their subsidy could be increased. Another deficiency of the 

formula was the inability to provide for the annual cost increases due to inflation.  

 

The Van Wyk de Vries formula: In 1968, the government appointed the Van Wyk de Vries 

Commission to conduct in-depth research into the deficiencies of the Holloway formula. The 

Van Wyk de Vries Commission proposed a formula which introduced new principles while 

keeping some useful features of the Holloway formula. Two of the features that were retained 

are the “basic provision to the institutions (independent of the institution size)” and the “sharing 

of the cost between the state and the institution”. These features were retained in both the Van 

Wyk de Vries formula and the SAPSE formula (discussed in the succeeding paragraph). The 

report of the Van Wyk de Vries Commission got produced in 1974 and was implemented in 

1977. There were quite clear similarities between the Holloway and Van Wyk de Vries 

formulae, but the latter had some significant improvements. The Van Wyk de Vries formula’s 

basic input parameters were the weighted student numbers. The weighting was based on the 

course level (i.e., undergraduate students’ weight = 1, honours students = 2 and master’s and 

doctoral students’ weight = 3) and the mode of instruction (i.e., undergraduate full-time 

students’ weight = 1, undergraduate part-time students’ weight = 0.75 and non-residential 

(Unisa) undergraduate students’ weight = 0.33). In addition, the weighted number of students 

for a specific year of funding was projected by considering what happened during the previous 

two years. This formula had one major flaw as well, like the Holloway formula, it did not make 

provision for an annual inflationary increase.  

 

The South African Post-Secondary Education (SAPSE) formula: The SAPSE information 

system was comprehensive and could be used in several ways by the Department of National 

Education. The SAPSE formula which was implemented in 1984 was the most significant 

component of this information system and was mainly designed for the HAIs which  fell under 

the House of Assembly but soon after its development was also used for the HDIs falling under 

the House of Representatives and the House of Delegates (Steyn & de Villiers, 2007:16). The 

SAPSE formula was based on the enrolments of students just like the Van Wyk de Vries 

formula. The Effective Subsidy Students (ESS) was the base for the students’ input for the 
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formula. The ESS was constituted by two equal significant elements, namely, the full-time 

equivalent (FTE) enrolments and FTE credit students. These two elements would be weighted 

by taking into consideration the course level and the cost of setting up 1000 students. The 

weights for students’ enrolment used by the Van Wyk de Vries formula were also used in the 

SAPSE formula. These weights were as follows: 1 point for the first three years of the first 

bachelor’s degree; 2 points for the remaining years of that first bachelor’s degree; 2 points for 

an honours degree; 3 points for a master’s degree and 4 points for a doctoral degree. On top of 

these weights, contact and distance students also had varying weights. A distance student would 

have a weight of 0.67 subsidy units to the equivalent contact student. The SAPSE formula also 

distinguished between modules in accordance with their field of study in the Classification of 

Educational Subject Matter (CESM) and also distinguished between Human Sciences and 

Natural Sciences. For the start-up of students for Human Sciences would get an allocation of 

60 per cent and those of Natural Sciences, 40 per cent. To calculate the funding of the two ESS 

elements for a particular year, the ESS for year n-2 and n-3 would be used. With the SAPSE 

formula, institutions could get a subsidy using their research output. Publications of books, 

patents and articles in accredited journals could be regarded as units of research output.  

 

The SAPSE formula differs from the first two formulae, firstly by the way it adjusts itself from 

year to year in line with the fluctuations of inflation. Secondly, the SAPSE formula also took 

into consideration the institutional output in the form of courses completed successfully. Even 

though the SAPSE formula was better than its predecessors, it had some unforeseen negative 

consequences of provoking unrealistically high students’ growth. This was caused by the 

emphasis placed on the provision of new fixed assets on the ESS factor thus causing the a-

value of the formula to decrease significantly. The SAPSE formula was eventually suspended 

until its revision in 1993. 

 

The revised SAPSE formula: The negative implications of the SAPSE formula led to its 

revision as indicated above. In 1991, the Advisory Council for Universities and Technikons 

(AUT) had to do some revisions of the SAPSE formula to eliminate the problems above (Steyn 

& de Villiers, 2007:19). By 1993, the revised formula got implemented to calculate the 

universities’ subsidies. The major changes to the SAPSE formula of 1984 were as follows: (1) 

the subsidy of the Natural Sciences stream got increased more than that of the Human Sciences 

streams, (2) the subsidy on new fixed assets based on growth in the ESS factor was decreased 

significantly for both streams, and (3) that only an annual projected growth of 2.5 per cent for 
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contact tuition and 5 per cent for distance tuition would be subsidised. This revised formula 

was used by the government until the 2004/2005 financial year.   

 

2.4.1.5.2 Funding under the democratic government  

 

As was mentioned before, the NCHE emphasised that the old funding mechanisms needed to 

be substituted by a new one that would address the shortcomings of the apartheid funding 

mechanisms, the new funding framework (NFF) thus was instituted. According to Steyn and 

de Villiers (2007:19), the institution of the NFF started with a long and complex scrutiny by 

looking into various possible funding models within the parameters of the White Paper 3 

proposals. The collaborative effort by the Department of Education, the South African 

Universities Vice-Chancellors’ Association (SAUVCA), the Committee of Technikon 

Principals (CTP) and some non-governmental organisations resulted in the production of the 

first draft funding framework which got promulgated in March 2001 (ibid.).    

 

The White Paper 3 of 1997 on higher education transformation lays down the government 

policy which must apply to any revisions to the framework for the funding of public higher 

education (HESA, 2011:24). The four key elements in the 1997 policy are as follows:  

 

• Sharing of costs. Because higher education generates both public and private benefits, 

the costs of higher education must be shared by the government and by students and 

their families. (Bitzer & de Jager, 2018:15).  

• Autonomy in determining student fees. Public higher education institutions can set their 

own student fee levels.  

• Funding for service delivery. Government funding of higher education is not designed 

to meet specific kinds or levels of institutional costs. Funding is linked to academic 

activity and output, and in particular to the delivery of teaching and research-related 

activities.  

• Funding as a steering mechanism. The government funding framework is a goal-

oriented one, built around incentives designed to steer the higher education system in 

accordance with national social and economic development goals (CHE, 2001:67). 
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According to Steyn and de Villiers (2007:30), the final NFF for universities was published on 

9th of December 2003 in terms of the Higher Education Act, No. 101 of 1997, in the 

Government Gazette (No. 1791) and got implemented in the 2004/05 financial year. The NFF 

is divided into block grants and earmarked grants (Simkins, 2016:45). The section below gives 

a brief description of the NFF as outlined by the DoE (2004:4-16), HESA (2011:25-27), Styger 

(2014:38-44) and Styger et al. (2015:270-275) as follows:   

 

a. Block grants  

 

According to HESA (2011:25), the component parts of the overall block grant are as follows:  

 

(i) Research output grants: These types of grants were proposed by the 2001 National Plan for 

Higher Education as a way of enhancing research accountability and productivity. The 

government’s research output grant for a particular year is divided into the bulk grant, 

which distributed among all institutions of higher education according to their actual 

research output in year n-2 and a research development grant is only given to institutions 

that have underperformed. The extent to which the institution has underperformed 

determines the value of the research development grant.  

(ii) Teaching output grants: The main objective of these types of grants is to motivate the 

institutions of higher education to improve their success, throughput and graduation rates 

as emphasised by the 2001 National Plan. The teaching output grant is determined by the 

weighting of the number of the teaching output units of an institution in year n-2 according 

to the predetermined weights of the weighting grid.   

(iii) Teaching input grants: This type of grant is calculated by taking into consideration the 

‘approved’ full-time equivalent (FTE) enrolled students in year n-2 by the minister and the 

teaching input grid which takes into consideration the funding groups (22 classification of 

educational subject matter (CESM)) and the course level (undergraduate, honours, master’s 

and doctoral).   

(iv) Institutional factor grants: These grants are adjustments to the teaching input grant by 

taking into consideration the following special circumstances:  

 

• Disadvantaged students – an additional allocation of funds is given to institutions that 

enrolled a proportion of 80 per cent and above of the disadvantaged students, an 
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additional 10 per cent, and those that enrolled larger than 40 per cent and less than 80 per 

cent, a linearly increase from 0 to 0.1. Those institutions that enrolled up to a proportion 

of 40 per cent of the disadvantaged students receive no additional allocation. According 

to the NFF, disadvantaged students are defined as African and Coloured students. 

• The size of an institution – economies of scale can be achieved by institutions with large 

student enrolments, but not by institutions with small student enrolments. To take account 

of this, institutions with 4 000 or less (unweighted) contact plus distance FTE students’ 

enrolments receive an additional 15 per cent over and above their normal teaching input 

grant. Allocations then decrease linearly to 0 for institutions with totals of 25 000 or more 

(unweighted) contact plus distance FTE students. 

 

Attempts have been made by the Department to find a formula which would take account of 

the special needs of multi-campus institutions. These have not been successful, and multi-

campus funds have now been removed from the block grant and are allocated to multi-campus 

institutions as earmarked transfers.   

 

b. Earmarked grants   

 

In addition to the block grants discussed above, the NFF puts aside another form of funding 

called the ‘earmarked grants’ (Steyn & de Villiers, 2007:37). The DoE (2004:5) highlights that 

the earmarked grants are allocated for specific purposes such as interest and redemption 

payments of loans approved by the state. A larger portion of this grant is allocated to the 

National Student Financial Aid Scheme (NSFAS) (DoE, 2004:5). NSFAS was established in 

1999 with the main objective of increasing access to education and training (CHE, 2010:5). 

NSFAS is the successor of the Tertiary Education Fund for South Africa (TEFSA), which was 

established in 1991 as a non-government organisation (NGO) (Simkins, 2016:47). NSFAS 

used to provide students who met the requirements with loans of which up to 40 per cent could 

be converted to a bursary if the student’s performance met the requirements to do so (CHE, 

2010:5; Bitzer & Jager, 2018:19; Naidoo & McKay, 2018:159). The students were expected to 

pay back the loan as soon as they gained employment and earned above a certain threshold 

amount (CHE, 2010:5; Bitzer & Jager, 2018:19). Using the NSFAS, the government managed 

to facilitate access for a notable number of students who would otherwise not have managed to 

do so and has also become an important source of income for the previously HDIs (CHE, 

2010:5).  
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After Jacob Zuma, the former president of South Africa, announced in 2017 that education in 

South Africa would be provided for free, the NSFAS was utilised as a tool to implement and 

facilitate this process. In 2018, first-year students whose parents’ combined income was less 

than the threshold of R350 000.00 were registered for free under the free education scheme. 

This whole process was and is still facilitated by the NSFAS to date.  

 

2.4.1.6 Merging of the South African public higher education institutions  

 

The process of transforming the higher education environment here in South Africa included 

the merging of many public higher education institutions, and the creation of the traditional 

universities, hybrid comprehensive universities and the universities of technology as indicated 

by the then minister of education, Professor Kadar Asmal, in October 2003 (McKenna & 

Powell, 2009:37). Comprehensive universities are a new type of university, which resulted 

from the merging of technikons with traditional universities (Karodia, Shaikh & Soni, 

2015:328). In March 2001, the South African Minister of Education released a National Plan 

for Higher Education (NPHE) that contemplated reducing the number of public higher 

education institutions from 36 to 23 by way of mergers (Arnolds, Stofile & Lillah, 2013:2; 

Karodia et al., 2015:329). The question that can be asked here is why these mergers were 

envisaged in the first place? In responding to this question the then minister of education, 

Professor Kader Asmal, indicated that the mergers of the higher education institutions were 

aimed at creating a system that promotes equity in the distribution of resources and 

opportunities, academically and financially (CHE, 2016:151). The minister further argued that 

this should be done in a sustainable and productive manner so that it can meet the teaching, 

skills development and research needs of the country in a more active manner. Other reasons 

for the mergers as outlined by Arnolds et al. (2013:3), was to increase the student enrolments 

(especially from previously disadvantaged communities), to meet the national and global 

opportunities and challenges in terms of new technologies. They were also meant to increase 

the level of research and training and to respond to the changing societal interests and needs as 

expressed in a transition from racial discrimination and oppression toward a democratic order 

(ibid.).   

 

However, Karodia et al. (2015:32) argue that the so-called traditional apartheid institutions 

were left intact thus allowing them to maintain their apartheid status quo. Even though the 

mergers were meant to eradicate the disparities of the past they brought in new challenges 
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which were not curriculum based but more to do with the morale of the staff. Farisani (2010:5) 

posits that the mergers in certain institutions failed to redress the issue of the retirement age 

equitably. Farisani (2010:5) underscores that there are those who were to retire at 65 (mainly 

former Unisa employees) and those who were to retire at the age of 60 (employees of the former 

Technikon of South Africa). The same author further postulates that there were disparities on 

the salary scales of the merged staff.    

 

The merger of universities in South Africa happened in this manner except for the University 

of Mpumalanga and Sol Plaatjie University which got established in 2014. The Rand 

Afrikaanse Universiteit (RAU), Vista University, and Wits Technikon became the University 

of Johannesburg (Baloyi & Naidoo, 2016:22). The University of Bophuthatswana, 

Potchefstroom University and Vista University Sebokeng campus became the current North-

West University (NWU) (Baloyi & Naidoo, 2016:22; DoE, 2002:36). Wits University and 

Stellenbosch University remained as they are. The University of the North (UN) and the 

Medical University of South Africa (MEDUNSA) became the University of Limpopo (Mohuba 

& Govender, 2016:3). Walter Sisulu University was formed by the merger of the Eastern Cape 

Technikon, Border Technikon and the University of the Transkei (DoE, 2002:36; Dibetle, 

2008).  

 

According to the DoE (2002:36), all the other remaining universities were merged as follows: 

The University of Pretoria incorporated Vista University Mamelodi Campus. The University 

of the Free State retained its name and merged with Vista University Bloemfontein campus 

and the University of the North QwaQwa campus. The University of Fort Hare incorporated 

Rhodes University East London campus and the University of Transkei Health Sciences 

faculty. Nelson Mandela Metropolitan University came into being after merging the University 

of Port Elizabeth, Port Elizabeth Technikon and the Vista University Port Elizabeth campus. 

The University of South Africa (UNISA) retained its name and incorporated the Technikon 

South Africa and the Vista University Distance Education campus. The University of Zululand 

remained as is.  

 

Furthermore, the DoE (2002:37) outlines how the merging of technikons which got renamed 

universities of technology took place. The Cape Peninsula University of Technology came to 

being as a result of the merger between Cape Technikon and Peninsula Technikon. The merger 

between the Durban Institute of Technology and the Mangosuthu Technikon resulted in the 
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Durban University of Technology. Tshwane University of Technology, Cape Technikon and 

the University of Transkei resulted in the establishment of the Walter Sisulu University. An 

overview of the current institutional landscape of South Africa is presented in Table 2.3.  

 

Table 2.3: Current institutional landscape of South Africa 

 

Type of institution  Name of the institution  

Universities of Technology • Cape Peninsula University of Technology 

• Central University of Technology 

• Durban University of Technology 

• Mangosuthu University of Technology 

• Tshwane University of Technology 

• Vaal University of Technology 

Comprehensive Universities • Nelson Mandela University  

• Sol Plaatjie University 

• University of Johannesburg 

• University of Mpumalanga 

• University of South Africa 

• University of Venda 

• University of Zululand 

• Walter Sisulu University 

Traditional Universities  • North West University 

• Rhodes University 

• Sefako Makgatho Health Sciences University 

• Stellenbosch University 

• University of Cape Town 

• University of Fort Hare 

• University of KwaZulu-Natal 

• University of Limpopo 

• University of Pretoria  

• University of the Free State 

• University of the Western Cape 
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Type of institution  Name of the institution  

• University of the Witwatersrand 

 

Source: Adapted from Bitzer (2009:404-406) 

 

Table 2.3 provides an illustration of how the institutional landscape in South Africa is currently 

categorised. The universities that merged with other universities during the merging process 

are known as traditional universities and those that merged with technikons were renamed 

comprehensive universities. Technikons were renamed universities of technology. Sefako 

Makgatho Health Sciences University, the University of Mpumalanga and Sol Platjie 

University were established almost a decade after the merging of the higher education 

institutions took place.  

 

2.4.1.7 The changing of technikons to universities of technology 

 

During the 1960s the shortage of technically skilled personnel became evident as the industrial 

and commercial sectors demanded more and more of this calibre (Winberg, 2005:191; 

Maserumule, 2005:15). Technical colleges seemed to be the only means at the time to address 

these skills shortages. Eventually, through the Advanced Technical Education Act, 40 of 1967, 

the status of the technical colleges of the Cape, Natal, Pretoria and Witswatersrand got changed 

to colleges of Advanced Technical Education (CATEs) (Winberg, 2005:191; Erasmus, 

2008:56). Later on, the Vanderbijlpark and the Port Elizabeth technical colleges were also 

changed to the new advanced status so that by 1969 South Africa had six CATEs (Winberg, 

2005:191). Maserumule (2005:15) posits that the advanced technical education status did not 

gain that much popularity, and the CATEs were consequently changed to technikons through 

the adoption of the Advanced Technical Education Amendment Act 43 of 1979 by the 

government.   

 

The term “technikon” is derived from combining two words, “techni” which is taken from the 

Greek term “techne”, which means ingenuity or skill and “kon” being an Afrikaans term having 

the same meaning as “could” (Maserumule, 2005:15). The term “technikon” was used only for 

about three decades and was changed by the new government after the demise of the apartheid 

government as part of their transformation agenda. The change of technikons to universities of 
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technology (UOTs) was proposed by the Committee of Technikon Principals (CTP) and 

announced by the minister of education in October 2003 that technikons are now known as 

UOTs (McKenna & Powell, 2009:37). There are several reasons why technikons were changed 

to UOTs. In 1997, the CTP argued that the nomenclature “technikon” did not adequately 

represent or identify a higher education institution (Du Pré, 2010:3). As is indicated by Prof 

Du Pré, the chairperson of the Committee of Technikon Principals, on News 24 on the 22nd of 

February 2001 saying “…After the 1994 elections when education officials were starting to 

travel overseas more frequently, we realised we were spending more time explaining what a 

technikon was instead of what we actually do. Adopting the "University of Technology" for 

higher education institutions which have a specific technological focus will bring South Africa 

in line with the international trend…”. Other reasons were to bring the programmes offered at 

these institutions to an international level like changing the “National Diplomas” to 

“Diplomas” thus allowing the articulation of qualifications in the HE system to occur without 

hindrances. 

 

2.4.1.8 The conversion of further education and training (FET) colleges to TVET colleges  

 

Fifty multi-campuses of further education and training (FET) colleges came into existence after 

the renaming of the 152 technical colleges into FET colleges which began in 2002 (White Paper 

2013:12). The FET colleges were further renamed to technical vocational education and 

training (TVET) colleges (ibid.). Kraak (2018:14) argues that the skills requirements in the 

global economy have changed significantly. In fact, there has been a significant shift globally 

in terms of demand for technical and vocational education and training towards tertiary level 

(Kraak, 2018:14). According to Land and Aitchison (2017:17), these conversions led to the 

introduction of a new secondary level qualification called the National Certificate (Vocational). 

The White Paper (2013:12) stresses that the new name better reflects the nature of the colleges 

and better defines their main role in the diversified post-school education and training system.  

According to the Africa Skills Issue 1 (2015:1), Technical and Vocational Education and 

Training (TVET) came to existence at the 1999 United Nations Education, Scientific and 

Cultural Organisation’s (UNESCO) second international congress on technical and vocational 

education in Seoul. The TVET name is, therefore, seen as a name which is globally recognised 

as opposed to the former one which was established by the DHET of South Africa.  However, 

Kraak (2018:14) brings into the picture two types of TVETs, namely, the secondary TVET and 

the tertiary TVET. The same author argues that South Africa is fixated on the poorly 



45 
 

performing secondary TVET instead of adopting the tertiary TVET, which is used by many 

other international countries. The tertiary TVET is described by Kraak (2018:15) as the TVET 

which is at the National Qualifications Framework (NQF) Levels 5 and 6 while the secondary 

TVET is at NQF Level 4.   

 

2.4.1.9 Introduction of the community education and training colleges (CETCs) in South 

Africa  

 

Community colleges are comprehensive post-school institutions, which are accessible to local 

people and provide variable mixes of four types of post-school education and training (Land & 

Aitchison, 2017:12). In 2015, the higher education minister established nine community 

education and training (CETC) administrative centres in each of the nine provinces. These nine 

CETCs will continue to operate as a pilot project from 2016 till 2020. Nzimande (2015:16) 

asserts that the community education and training colleges “provide for adults and post-school 

youth who are not catered for by the TVET colleges and universities”. Meaning that they are 

meant for those who do not qualify to apply for a university or TVET college qualification 

(White Paper, 2013:20). The White Paper (2013:21) asserts that “3.2 million young people 

between the ages of 15 and 24 were not in employment, education or training and 523 000 of 

these had only achieved a primary school education or less, and nearly 1.5 million had less than 

a Grade 10 education”. The adults who attend the mass adult literacy initiative and some of 

those who attend at Public Adult Learning Centres (PALCs) mostly find that there are no 

chances for them to continue with their education (ibid.). The Public Adult Learning Centres 

(PALCs) were to be absorbed into these new type of higher education institutions, the so-called 

CETCs. Although these colleges are public colleges, the DHET may enter into partnerships 

with community-owned or private institutions such as faith-based organisations or other 

education and training centres to enhance their capacity to meet the education and training 

needs of youth and adults (Nzimande, 2015:16). 

 

According to Land and Aitchison (2017:12), the CETCs offer a mix of formal and non-formal 

vocational and non-vocational education. Table 2.4 illustrates how the variable mixes are 

implemented. 
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Table 2.4: Four types of post-school education and training offered at community colleges 

 

 Vocational education Non-vocational education 

Formal education and 

training 

Technical and vocational 

education providing formal 

qualifications at various 

levels (usually secondary 

and tertiary) 

General and secondary 

(school equivalency) 

education/ABE as well as 

higher education for formal 

qualifications 

Non-formal education and 

training 

Work-related courses 

organised by employers or 

training organisations not 

for a qualification but often 

with some certification 

Adult and community 

education courses based on 

voluntary participants’ own 

learning interests and needs 

for personal and social 

growth and with no 

certification. Often 

organised by 

nongovernmental and 

community-based 

organisations 

 

Source: Land and Aitchison (2017:12) 

 

As presented in Table 2.4, the CETCs offer both formal and non-formal vocational education 

in the form of technical and work-related qualifications. They also provide formal and non-

formal, non-vocational education in the form of general and secondary adult-based education 

and those that are only meant for personal growth and are non-certificated.  

 

Much has been done by the current government to transform the higher education system of 

South Africa as discussed in this chapter. However, Karodia et al. (2016:81) argue that the 

transformation is mostly done at policy level by government, but the implementation of these 

policies is left in the hands of the CHE and the university councils without any detailed 

monitoring mechanisms in place to ensure full compliance to these policies. Karodia et al. 

(2016:81) contend that transformation of the higher education system does not only reside in 



47 
 

the high intake of Black students by the HWIs, but it should also go beyond that, which is 

currently not the case. The apartheid government’s policy’s legacies have put the HWIs way 

ahead of the HBIs in such a way that it becomes a serious challenge for the HBIs to be on par 

with their counter parts and have nurtured the White institutional culture for decades. The slow 

response to the transformation process is thus caused among other things by these institutional 

cultures which are so detrimental to change as argued by Bazana and Mogotsi (2017:3) that 

they are not that accommodative to a Black student as indicated in this study.      

 

This section discussed the major areas which were targeted by the democratic government to 

redress the disparities instituted by the apartheid government in the HE environment by its 

policies. The literature identified several major changes that were enacted by the democratic 

government, namely: the curriculum development and research, the new inclusive institutional 

cultures, implementation of the NFF, merging of the South African public HEIs, changing of 

technikons to universities of technology, the conversion of the FET colleges to TVET colleges 

and the introduction of the CETCs in South Africa. This serves as evidence that the current 

government is indeed committed in bringing change to redress the disparities of the past.    

 

2.5 IMPROVEMENTS ATTAINED IN HIGHER EDUCATION IMMEDIATELY 

AFTER THE ENACTMENT OF THE NEW POLICIES IN SOUTH AFRICA  

 

This section of the study brings to light some of the achievements realised by the higher 

education system as a result of the new policies instituted by the democratic government after 

1994. To show changes in the higher education environment due to the transition from the 

previous government to the new one, the statistics closer to 1994 are utilised. Firstly, the 

statistics on access and enrolment rates are discussed. Secondly, the statistics on changes in the 

racial composition of staff and leadership in higher education institutions is discussed, and 

lastly, the increasing graduation rate is also discussed.   

   

2.5.1 Change in access and enrolments in public higher education institutions     

 

Just before the democratic government took over, the gross participation rate in higher 

education was standing at 17 per cent (CHE, 2004:62).  The participation rates were highly 

skewed in terms of race in this manner: approximately 9 per cent for African students, 13 

percent for Coloured students, 40 per cent for Indian students and 70 per cent for White students 
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of the gross of 17 per cent (ibid.). In 1993, while Black (African, Coloured and Indian) South 

Africans constituted about 89 per cent of the entire population, the Black students constituted 

52 per cent of a total of 473 000 students. African South Africans, although constituting 77 per 

cent of the population, made up just 40 per cent of enrolments (ibid.). White South Africans 

comprised 11 per cent of the population, but White students constituted 48 per cent of 

enrolments. In 1993, there was also under-representation of female students as indicated in 

Figure 2.3. These statistics clearly show relative exclusion of Blacks and Black females in 

higher education in 1994. As indicated earlier, the NPHE intended to increase the participation 

rate in higher education by 15 per cent to 20 per cent in the long-term.  

 

Although the participation rates were highly skewed as mentioned above, according to the CHE 

(2004:66), there was a radical transformation in the racial composition of the student body from 

the mid-1990s. This shift in the racial composition of the student body is graphically illustrated 

in Figure 2.1 and Figure 2.2. Figure 2.1 depicts the number of enrolments by race from 1993 

to 2002. 

 

 

 

Figure 2.1: Headcount enrolments by race from 1993 to 2002 

Source: CHE (2004:66) 

 

Figure 2.1 shows how the number of enrolments by race changed from 1993 to 2002. The 

number of African students rose steadily and significantly from 191 000 in 1993 to 404 000 in 

2002. Correspondingly, the graph shows the number of White students declining from 223 000 

in 1993 to 163 000 in 1999. Even though the number of White students increased in 2002 to 
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182 000, it was still showing a drop when compared to the 1993 number of White enrolments. 

The enrolments of Coloured students, however, showed some fluctuations over this period, 

dropping between 1995 and 1999, then rising again to 39 000 in 2002. The enrolments of the 

Indian students increased steadily throughout the period.  

 

The proportion of the HE headcount enrolments by race is presented in Figure 2.2.  

 

 

Figure 2.2: Proportion of higher education headcount enrolments by race (1993 to 2002) 

Source: CHE (2004:67) 

 

Figure 2.2 shows the proportion of higher education headcount enrolments by race from 1993 

to 2002. The proportion of the African students rose from 40 per cent in 1993 to 60 per cent in 

2002, while the proportion of the White students dropped from 47 per cent in 1993 to 27 per 

cent in 2002, as a result of continued increases in the number of African students. The 

proportion of Coloured and Indian students has, however, remained static. 

 

It is worth noting though that the expected ‘massification’ of the higher education system did 

not occur as anticipated. According to Soudien (2010:6), some expansion mostly only occurred 

in historically White higher education institutions which were already well positioned to 

expand their market share in the mid-1990s. The author further postulates that the increasing 

African students’ enrolments mostly happened in the historically advantaged sector and also 

varied depending on the type of institution. During this period there were, therefore, declining 

enrolments at some historically Black institutions (HBIs) and an increase at some historically 
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White institutions (HWIs). The shift of racial composition at HEIs started to be noticeable in 

2000 (CHE, 2001:29). By the year 2000, 30 per cent of African students were in HDIs and 43 

per cent in HAIs as opposed to 49 per cent of African students in the HDIs and 13 per cent in 

the HAIs in 1993 (CHE, 2001:29).  

 

The gender profile of the higher education student population also showed dramatic changes 

between 1993 and 2001, as presented in Figure 2.3.  

 

 

 

Figure 2.3: Headcount enrolments by gender from 1993 to 2002 

Source: CHE (2004:67) 

 

Figure 2.3 shows how the enrolments changed as far as gender is concerned at the HEIs in 

South Africa. The number of female students’ enrolments rose steadily until female students 

constituted the majority in 2002 reaching 54 per cent of total higher education enrolments in 

2002 from 43 per cent in 1993. 

 

2.5.2 Change in racial composition of staff and leadership in higher education 

institutions 

 

The headcount of the staff and management at the higher education institutions showed a 

position change in terms of addressing the imbalances that occurred during the reign of the 

apartheid government. The statistics from 2003 to 2007 seem more relevant to this study since, 

according to the researcher, it reflects immediate changes that resulted from the deliberations 
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of the new government to redress the inequalities of the apartheid government. It would not 

have been a wise move to abruptly change the staff racial composition immediately after the 

1994 democratic elections but to rather allow gradual change over time as staff members resign 

and retire.   

 

Table 2.5 indicates how the racial composition of the full-time instruction and research 

(academic) staff of the higher education institutions changed from 2003 to 2007.  

 

Table 2.5: Headcount of full-time (permanent and temporary) instruction/research staff 

by population group and gender 

 

Population grade 

and gender 

2003 

(%) 

2004 

(%) 

2005 

(%) 

2006 

(%) 

2007 

(%) 

Average 

annual 

increase (%) 

African 23 23 24 24 25 2.0 

Coloured 5 5 6 5 6 3.6 

Indian 8 9 8 9 8 -0.4 

White 62 63 62 60 59 -1.7 

Unknown 2 1 1 1 2 -1.9 

Total number 19843 19247 17562 19859 19484 -.5 

Female 42 42 42 43 43 0.4 

Male 58 58 58 59 59 -1.1 

 

Source: Soudien (2010:21) 

 

Table 2.5 provides the statistics on the headcount of full-time instructional and research staff 

by population group and gender. The headcount of African academic staff in the HE system 

increased, though marginally, from 23 per cent in 2003 to 25 per cent in 2007 (i.e., an annual 

average of 2 per cent), and that of White academic staff declined from 62 per cent to 59 per 

cent. Most of the female academic appointments were at the junior lecturer and lecturer levels 

with few women in the professoriate levels (Soudien 2010:21). 
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Table 2.6 shows how the racial composition of the full-time non-professional administrative 

staff changed from 2003 to 2007.  

 

Table 2.6: Headcount of full-time (permanent and temporary) non-professional 

administrative staff by race and gender 

 

Population grade and 

gender 

2003 

(%) 

2004 

(%) 

2005 

(%) 

2006 

(%) 

2007 

(%) 

African 41 40 42 41 42 

Coloured 14 15 16 17 18 

Indian 7 6 9 5 5 

White 38 37 35 36 34 

Unknown 1 1 1 0 1 

Total number 15 973 16639 17329 18653 19683 

Female 68 69 68 68 67 

Male 32 31 32 32 33 

 

Source: Soudien (2010:22) 

 

Table 2.6 provides the statistics on the headcount of full-time non-professional administrative 

staff by race and gender. In 2003, there was 41 per cent of African staff employed in these 

positions, and in 2007 the percentage grew to 42 per cent. The Coloured staff showed a greater 

increase of 18 per cent in 2007 from 14 per cent in 2003. The White staff in these positions 

dropped from 38 per cent in 2003 to 34 per cent in 2007. There was a larger number of women 

employed in this category of 67 per cent as compared to the 33 per cent of the male staff.  

 

Table 2.7 shows the changes that occurred from 2000 to 2007 in the leadership positions of the 

higher education landscape.  
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Table 2.7: Headcount of full-time executive and management staff by race and gender 

 

Population 

grade and 

gender 

2000 

(%) 

2001 

(%) 

2002 

(%) 

2003 

(%) 

2004 

(%) 

2005 

(%) 

2006 

(%) 

2007 

(%) 

African 16 19 22 22 22 23 24 24 

Coloured 9 9 9 10 9 8 8 9 

Indian 7 6 7 6 7 7 7 7 

White 67 66 62 62 63 62 61 60 

Female 

 

23 20 24 26 27 29 31 35 

Male 77 80 76 74 73 71 69 65 

 

Source: Soudien (2010:22) 

 

Table 2.7 shows a marginal transformation but heading in a positive direction of the redress 

agenda by the government. The executive and managerial staff also changed as follows: The 

headcount of African managerial staff rose from 16 per cent in 2000 to 24 per cent in 2007, 

while that of White managerial staff declined from 67 per cent in 2000 to 60 per cent in 2007. 

As far as gender is concerned, female staff grew from 23 per cent in 2000 to 35 per cent in 

2007 while the male managerial staff dropped from 77 per cent in 2000 to 65 per cent in 2007. 

 

2.5.3 The increasing graduation rate  

 

According to the researcher, the ultimate measure of the success of the HE system is 

demonstrated by the number of students that successfully complete a qualification programme. 

This can be observed from the graduation rate of the students. The graduation rate statistics 

from 2010 to the most recent were perceived to be the most relevant to the study since the last 

major changes that took place in the HE environment in South Africa are the mergers of the 

HEIs that took place in 2004 (Baloyi & Naidoo, 2016:19). The rate of graduations from 2010 

to 2019 is, therefore, presented in Figure 2.4. 
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Figure 2.4: Number of graduates from public HEIs by race, 2010 – 2019   

Source: CHE (2017:10); CHE (2018:4); CHE (2021:4) 

 

Figure 2.4 provides the most recent statistics on the number of graduates by race classification 

from 2010 to 2019. The number of graduates of African students witnessed a 42 per cent 

(67021) increase from 2010 to 2019. The number of graduates of the Coloured students 

experienced a marginal increase of 22 per cent (3005) from 2010 to 2019, while of the Indian 

students experienced an increase of 18 per cent (1890) from 2010 to 2019. The number of 

graduates of White students decreased by 13 per cent (4368) from 2010 to 2019. The number 

of the graduates of the unknown increased by 20 per cent (469) from 2011 to 2019. Statistics 

for 2010 for the unknown was not avalibale. (CHE, 2017:10; CHE, 2018:4; CHE, 2021:4).   

 

This section discussed the achievements realised by the South African HE environment after 

the major areas of the transformation process took place. The literature identified several 

achievements such as the change in access and enrolments in public HEIs, change in racial 

composition of staff and leadership in HEIs and the increasing graduation rate. This serves as 

evidence that the transformation of the HE environment was indeed necessary to put the 

country in an advantageous position. These changes were, however, marginal in nature 

2010 2011 2012 2013 2014 2015 2016 2017 2018 2019

African 94223 100251 104935 116867 122145 127237 138630 147322 163087 161244

Coloured 10567 10550 10625 11135 11628 11883 12723 12744 13690 13572

Indian 8609 9186 9346 10218 10255 10405 10710 11030 11084 10499

White 38627 38738 38872 40524 39543 39344 38739 37844 37049 34259

Unknown 1899 2215 2079 1802 2655 2274 1991 2278 2368
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meaning that there is still a lot that has to be done by the government to achieve more positive 

results.   

 

2.6 CHALLENGES FACING HIGHER EDUCATION IN SOUTH AFRICA 

 

It is worth noting though that even though the higher education system in South Africa has 

witnessed some positive changes as far as the redress agenda is concerned, the system is still 

experiencing significant challenges that call for more deliberations from the DHET side. In this 

section of the study, six fundamental challenges are briefly discussed, namely: the declining 

higher education government funding, the fees must fall protests, the low overall participation 

rate of students, racial classification of higher education institutions, high dropout rate and 

ageing of experienced academics.  

 

2.6.1 Declining higher education government funding 

 

Since the inauguration of the democratic government, the support by the state for higher 

education has been significant (HESA, 2014:11). Even though at face value the funding shows 

increases, it should be noted that higher education expenditure has been weakening disturbingly 

in both real and student per capita terms and also dropping as a percentage of the state's budget 

and GDP (HESA, 2014:11; Bitzer & Jager, 2018:18). This drop in Government subsidies has 

put immense pressure on the universities’ other two forms of income (i.e., the tuition fee 

income and third-stream income, namely: research grants, contract income and donations) 

(Botha 2009:166). The cause of this decline in the funding of higher education institutions is 

the increase in the competition for government funding from other sectors (CHE, 2016:198). 

Unfortunately, the consequences of the inability of the government to fund higher education 

adequately could lead to the higher education system being unable to contribute to economic 

growth because of stagnation.  

 

Universities have tried immensely to counterbalance the declining subsidy income by 

increasing their third-stream income to a certain level (Botha, 2009:166), but these increases 

could not compensate for the declining government subsidies, leaving the higher education 

institutions in gradually deteriorating financial positions (HESA, 2011:5). Although the 

National Student Financial Aid Scheme (NSFAS) assists many students from disadvantaged 

backgrounds, there are still significant funding shortfalls and financial exclusions (Naidoo & 
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McKay, 2018:159). The student protests that happened at several universities serves as proof 

of the sad reality that the allocation is not adequate to meet the funding needs of students 

eligible for NSFAS loans and bursaries (HESA, 2011:5). On top of the inadequate NSFAS 

allocations to fund the increasing number of eligible students already in the system, it has 

rigorous terms and conditions, namely: (1) only those who fall into the lowest income tax 

bracket can be assisted, or (2) they must have attended a designated “no fee” school, or (3) 

Those that reside in deprived municipalities (Sader & Gabela, 2017:230; Naidoo & McKay, 

2018:159). Figure 2.4 provides a summary of the income sources of the higher education 

institutions in South Africa from 2000 till 2009. The funding scheme which was used during 

the period 2000 to 2004 was still the old one, and from 2005 to 2009 the New Funding 

Framework was implemented, and during this period a significant decline of the government 

subsidies is observed.  

 

 

 

Figure 2.5: Summary of income sources of public higher education institutions  

Source: HESA (2011:5) 

 

In Figure 2.5, it is clear that the decline in government subsidies as a source of income was 

compensated for by the students’ fees and the earmarked grants. The high rate of increases in 

earmarked funding by the government to public higher education institutions was caused by 

the establishment of two new funds (HESA, 2011:7). The first was funding for projects 

designed primarily to enable universities to meet enrolment planning targets and to function 

more efficiently. The second was for projects designed to improve the clinical training of 

students in the health sciences.  
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2.6.2 #Feesmustfall protest 

 

In 2015, the higher education environment experienced widespread protests which were 

initially over the 11.5 per cent increase in tuition fees, which later turned into fees must fall 

protests (Naicker, 2016:53-54; Karodia, Soni & Soni, 2016:76; Costandius, Nell, Alexander, 

McKay, Blackie, Malgas & Setati, 2018:66). The tuition fee price increases, which apparently 

would be unaffordable for most students in South Africa including even the middle-class 

students at well-resourced universities led to the remembering of a long-forgotten promise by 

the African National Congress (ANC) that education would be provided for free to South 

Africans (Naicker, 2016:55). This led to the students at Witwatersrand University and at other 

universities to demand the elimination of tuition fees and student debts towards the realisation 

of free higher education.  

 

The protests began at the Witwatersrand University (Wits) in Johannesburg, and eventually 

spread to all other campuses of the university in South Africa and eventually to all other 

universities (Karodia et al., 2016:76). The protests eventually escalated to the burning of some 

of the university property, violence and chaos throughout the country. President of the country 

at the time, Jacob Zuma, had to withdraw the fees increase for the academic year 2016 (Naicker, 

2016:53-54). The fees must fall protests unfortunately put an even greater financial burden on 

the higher education institutions since the decreasing government subsidies were compensated 

for by the student's fees as indicated in Figure 2.4. Figure 2.6 illustrates how the protests over 

the fees must fall campaign spread across the country.     

 

 

Figure 2.6: How the fees must fall protests spread across the country in October 2015 

Source: Zwane (2015)   
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In Figure 2.6, a brief description of how the fees must fall protest that started at WITS 

university and spread across the country, is presented. The protest started on the 14th of October 

2015 and within 7 days the protest was joined by ten other universities almost bringing the 

entire HE system to a complete shutdown.    

 

2.6.3 The low overall participation rate of students 

 

The participation rate can be seen as the percentage of 20–24-year-old individuals of the 

general population enrolled in higher education (CHE, 2016:iv; Simpson, 2018:2). The average 

gross participation rate for countries with high income was 40 per cent, those with middle 

income stood at 20 per cent, and those with low income were 5 per cent (Simpson, 2018:2). 

South Africa’s gross participation rate was standing at 15 per cent in 2001 and had to devise 

means to increase it to the level of other middle-income countries (CHE, 2014:3). The 2001 

National Plan for Higher Education set a target of 20 per cent gross participation rate by 

2011/2016 (NPHE, 2001). By 2011, the gross participation rate grew to 17.3 per cent (CHE, 

2014:3). Of this overall participation rate of 17.3 per cent, 14 per cent was the participation 

rate of African students, another 14 per cent for the Coloured students, 57 per cent and 47 per 

cent was that of the White and Indian students respectively (ibid.). By 2016, the overall 

participation rate was standing at 18 per cent, with 16 per cent being that of the Africans, 15 

per cent for Coloureds, 47 per cent for Indians and 50 per cent for Whites (CHE, 2016:6; 

Simpson, 2018:2).  

 

2.6.4 Racial classification of higher education institutions 

 

Issues of race, culture and language have remained significant boundary markers of our society 

for some time (Garraway, 2009:229). The use of racial classification terms even after several 

years of the demise of the apartheid regime remain so prevalent even though they contain 

meanings of the past (McKinney, 2007:216; Vandeyar & Mohale, 2017:265). The argument 

behind the use of these terms is that they assist with the redressing issues (McKinney, 

2007:216). This opinion, supported by Erasmus (2010:244), is that the South African 

government requires that the racial classification terms should continue to be used to monitor 

the racial redress processes. The pace of transformation as far as racism is concerned at higher 

education institutions is argued to be agonisingly slow (Govinder, Zondo & Makgoba, 2013:1). 

Even though there are studies that report a positive acceptance of the Black and White racial 
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groups by one another, there are a number of findings in international literature that reveal that 

contact between Black and White students produces negative rather than positive experiences 

for Black students (ibid.). This is caused by the practices of the apartheid government which 

flooded the Black race with negative connotations, and they see themselves as being inferior 

to the White race (Bazana & Mogotsi, 2017:2).  

 

The HWUs were established for White students only, and this resulted in a dominant white 

culture which fails to accommodate a Black student (Collins & Millard, 2013:72; Bazana & 

Mogotsi, 2017:3). It has been proven by many studies that institutional cultures in HWUs, 

alienate and exclude Black students in many ways, ranging from the activities happening at 

their residences to the syllabus of their courses (ibid.). Bazana and Mogotsi (2017:3) contend 

that these institutional cultures make integration difficult since they cannot be easily negotiated, 

and most students find themselves trying hard to adapt or eventually would avoid contact with 

other cultures. According to HESA (2014:2), enrolments at HWUs continue to show a lower 

proportion of Black representation than their demographic representation, White students 

remain concentrated at the HWUs, and Black students continue to be concentrated in HBUs.  

 

2.6.5 High dropout rate  

 

The dropout rate at HEIs is worryingly high (Matsolo et al., 2018:2). The dropout rate is not 

only high but keeps on increasing almost every year (Moodley & Singh, 2015:91). Motala 

(2017:17) postulates that of the students studying a three-year course, less than half of them 

complete, and of those who do complete the course, up to 50 per cent take up to six years to 

graduate and one in four students drops out before the second year of study. Only 35 per cent 

of the total enrolled students, and about 48 per cent of contact students graduate within a period 

of five years (ibid.). According to a study conducted by Pillay and Ngcobo (2010:234), the 

anxiety caused by accommodation issues, and financial problems on top of the academic 

demands were serious challenges against the students proceeding to the next year of study. 

Moodley and Singh (2015:92-93) assert that one out of eight students believe they have made 

an incorrect choice of study due to incorrect information they got at the time of enrolment. 

Mabope and Meyer (2014:134) posit that the transition from a high school environment to an 

institution of higher education (HEI) could cause frustration, stress, lack of self-confidence and 

inability to cope could cause the student to eventually drop out.  
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The worrying fact though is that a high number of the dropout students are Black students. As 

revealed by HESA (2014:2), at the time of the review of higher education in South Africa, 

about 59 per cent of the Black students enrolled for a three-year degree would dropout as 

compared to 35 per cent of White students. The same postulates that figures for a three-year 

diploma were even worse since after six years of enrolment about 63 per cent of Black students 

drop out and 45 per cent of White students. This indicates that the success rate in this sector is 

still quite skewed despite all the attempts by the ruling government to redress that.  

 

2.6.6 Ageing of experienced academics  

 

By 1994, nearly 27 per cent of the permanently employed academics were over 55 years 

(MacGregor, 2008:1). The same author further highlights that half of the highly qualified 

academics, the professors and associate professors, were to retire almost a decade from then. 

In support, Muller (2013:1) posits that most of the youth has not shown any interest in 

becoming academics. Muller further postulates that once these elderly academics start to leave 

the HE system, a major blow will be experienced by the system. The HESA (2011:1), in 

agreement, attributed the possible shortage of academics to the challenges the HE industry in 

South Africa faces in recruiting and retaining an adequate number of young academics to 

constitute the next generation of academics. If this challenge continues, the knowledge needs 

of South Africa will not be adequately met since the retiring professors were the main 

academics that were producing the publications.        

 

This section discussed the challenges facing the South African higher education environment. 

The literature identified several challenges such as declining higher education government 

funding, fees must fall protests, low overall participation rate of students, racial classification 

of HEIs, the high dropout rate and the ageing of experienced academics. This shows that SA 

higher education has to overcome these challenges in order to excel. The government will have 

to come with various initiatives to overcome these challenges and ensure that HEIs are able to 

meet their obligations. 

 

2.7 HIGHER EDUCATION AND ENTREPRENEURSHIP IN SOUTH AFRICA 

 

The higher education institutions’ main objective of offering a variety of qualification 

programmes is to enable the graduates to get employment opportunities to improve their 
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standard of living thus contributing to economic growth positively. Hasan et al. (2017:889) 

argue that this is not always possible and has become a crisis especially for the developing 

countries. Some degrees offered by the institutions of higher education are so traditional that 

they sometimes fail to assist the graduates to secure employment in the labour market (Hasan 

et al., 2017:889). Entrepreneurship is, therefore, the most probable way of resolving this 

problem.  

 

Most policy analysts have indeed taken EE as one of the most important policy instruments 

that can be utilised to promote entrepreneurship (Cassim, Soni & Karodia, 2014:36). Affluence 

and a greater extent of employment are mainly the products of individuals who started small 

entrepreneurial businesses and grew them to bigger businesses (Odora, 2015:277). 

Entrepreneurship has thus become a very important element of education that at the 1998 

UNESCO world conference it was encouraged that it should be incorporated into higher 

education systems globally (ibid.). The South African government is also convinced that 

through the higher education institutions, students could be motivated and persuaded to become 

entrepreneurs (Weber, 2011:10; Michelle & Tendai, 2016:200). Odora (2015:277) posits that 

South Africa has thus adopted the same principle and has, therefore, done a lot as far as 

entrepreneurship is concerned in the higher education environment to motivate the youth to be 

involved in entrepreneurial activities. Several HEIs in South Africa have, therefore, 

incorporated entrepreneurship modules into their curriculum.   

 

Furthermore, the South African government has, taken a stance to enhance entrepreneurial 

activities in the country by giving a mandate to the DHET to implement strategies at HEIs to 

encourage and motivate students to take part in entrepreneurship. The DHET has thus been 

encouraging HEIs to partake in “entrepreneurial week” competitions with an aim of 

encouraging students to become active in entrepreneurship programmes. According to the 

DHET (2020:ii), the idea of the Entrepreneurship Development in Higher Education (EDHE) 

programme was established at the end of 2016 and it is four-fold.  

• Firstly, it is aimed at providing students with the opportunity of engaging with the world 

of entrepreneurship while they are busy with degree and diploma studies.  

• Secondly, it focuses attention on building the capacity of academics to facilitate this 

engagement, to ensure that there is learning taking place at the theory-praxis nexus and 

to provide students with appropriate learning experiences.  
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• Thirdly, it works with the universities themselves to understand how best to facilitate 

the development of entrepreneurial ecosystems within which students are immersed. 

• Finally, the research-innovation chasm is deep in South Africa.  

 

The HEIs have been, also, utilised by the private sector to give back to the community by means 

of a variety of initiatives. One example of such initiatives is the ENTrepreneurial ACTion US 

(ENACTUS) (Oluwatobi, Oshokoya, Atayero & Oludayo, 2018:550) formerly known as 

students in free enterprise (SIFE) (Tshikovhi & Shambare, 2015:152). ENACTUS is an 

international non-profit organisation, founded in Texas in 1975 by Robert Davis under the 

name SIFE (James, 2014:148). Its main objective is to utilise the power of entrepreneurial 

action to change lives and shape a better and more sustainable world for communities. It is 

funded through partnering and sponsorships by various businesses in those specific countries 

where they are found (James, 2014:148). In South Africa ENACTUS has recruited all 26 

universities to partake in its initiative of changing lives. This is made possible by having 

students going beyond their expressed curricula into assisting small businesses’ owners with 

skills and better ways of managing their businesses so that their returns are enhanced. The 

students can then showcase their impact in series of regional and national competitions that are 

held annually with selected business leaders serve as judges to evaluate the projects.     

 

2.8 SUMMARY OF THE CHAPTER   

 

The purpose of this chapter was to perform a literature review on two well-distinguished 

periods of time in the higher education environment in South Africa, namely, the period before 

1994 and the period after 1994. The first section of this chapter provided an overview of the 

statutory bodies of the higher education system. It outlined how the DHET ensures that the 

HEIs offer qualifications of high quality and are acceptable to the international community. 

The second section discussed the policies enacted by the apartheid government to steer the HE 

environment. The period before 1994 is well characterised by government policies which were 

always highly skewed and mainly in favour of the White race by putting it at an advantageous 

position as opposed to the Black race. The apartheid government managed to do that by 

dividing South Africa into five countries (i.e., the TBVC countries and the RSA) with the main 

objective of side-lining the other four countries and thus focusing only on one country, which 

is the RSA. The RSA was further divided into “own affairs” and “general affairs” so that 
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education was regarded as an “own affairs” issue so that Blacks could be side-lined since they 

were categorised as “general affairs”. This led to the establishment of the HEIs, which were 

classified in terms of race and the boundaries were to be maintained as such. More support in 

terms of resources were directed to the HWIs.  

 

The third section provides a literature study on the policies of the government, post-1994, 

which were mainly focusing on the redress agenda. The main focus of the redress agenda was 

on curriculum development and research, the new inclusive institutional cultures, 

implementation of the NFF, merging of the South African public HEIs, changing of technikons 

to universities of technology, the conversion of the FET colleges to TVET colleges and the 

introduction of the CETCs in South Africa. The section thereafter provided a discussion on 

how the EE was incorporated into the HE system globally. It is believed that HEIs can assist 

in educating the youth to be involved in entrepreneurial activities. The next section provides a 

literature study on the achievements realised by the HE environment in South Africa as a result 

of the transformation process. The last section of the chapter discusses the challenges that the 

HE environment still experiences even after the deliberations by the government to redress the 

disparities of the past.  The next chapter analyses literature on the theories that underpin the 

study and EE.  
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CHAPTER 3 

RESEARCH THEORIES AND ENTREPRENEURSHIP EDUCATION 

 

3.1 CHAPTER OVERVIEW 

 

The aim of the previous chapter was to investigate how the higher education system was steered 

by the South African government before the inauguration of the democratic government and to 

highlight how it is steered currently by the democratic government. The chapter also performed 

a literature review on the statutory bodies that govern the higher education system, 

achievements of the higher education system, as well as its challenges were also discussed. In 

this chapter a discussion on the main theories underpinning the study will be provided. 

Thereafter, a literature review on EE with the main focus placed on the conceptualisation of 

entrepreneurship, education and EE will be performed. This will provide insight as to what 

extent EE influences the EIs of students in a South African context since the results of previous 

international studies have been inconsistent regarding this issue.  

 

The chapter focuses on the issues above since the results of the study would most probably be 

influenced by the environmental context under which it is carried out. For enhanced learning 

to take place, certain methods of teaching have to be adopted by teachers or lecturers.  As such, 

to ensure an in-depth comprehension of EE, this chapter will also discuss the teaching methods 

of EE and how the learning takes place in the learner. Factors that influence EE and its 

outcomes are also highlighted. The chapter also discusses how the EE can be measured 

empirically and closes with the section that investigated other studies that were undertaken in 

South Africa to examine the impact that EE has on the EIs of students.  

 

3.2 RESEARCH THEORIES 

 

This section seeks to highlight and discuss theories that underpin the study. Many sociologists 

have different meanings and understandings of the word ‘theory’ (Wacker, 1998:361; Abend, 

2008:182). The definition mostly observed by researchers is that which explains a theory as a 

“statement of relationships between units observed or approximated in the empirical world” 

(Wacker, 1998:364). The author further unbundles the ‘approximated units’ as constructs and 

variables that are related to one another by propositions and hypotheses, respectively. A myriad 
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of research has been focused on the entrepreneurial process, mainly from EIs to the set of 

actions needed before the business could be operational (Tornikoski & Maalaoui, 2018:1). To 

do that, these researchers have borrowed theories and concepts from the field of psychology 

and cognitive psychology and behavioural, cognitive psychology (ibid.). Since this study seeks 

to understand how individuals’ EIs are founded, two theories that underpin the study are 

discussed. Firstly, the theory of reasoned action (TRA) is discussed. Thereafter the theory of 

planned behaviour (TPB) is discussed.  

 

3.2.1 Theory of Reasoned Action and its origins 

 

The TRA is a popular attitude-behaviour theory used by researchers on predicting intentions to 

engage in an overt behaviour which takes into considerations external factors such as normative 

beliefs (Lujja, Mohammad & Hassan, 2016:586). This theory emphasises the influence that 

attitude and SNs have on individual’s intentions to perform a certain behaviour (Liu, Segev & 

Villar, 2017:444). It helps with the analysis of non-routine decision making for behaviours that 

require critical deliberation (Paul, Modi & Patel, 2016:124). 

 

The TRA was developed by Ajzen and Fishbein in 1975 (Kim et al., 2011:1160; Untaru et al., 

2016:51; Liu et al., 2017:444; Mady, 2017:176) to explain customer behavioural intentions 

(Paul et al., 2016:124). The main aim was to predict an individual’s behaviour under complete 

volitional control (Özer & Yilmaz, 2011:51). The shortcomings of the TRA were its 

assumption that the individual has full volitional control over the behaviour in question 

(Roberto, Shafer & Marmo, 2014:308), and fails to accommodate chances that an individual 

may lack fundamental resources to embark on the behaviour under prediction (Paul et al., 

2016:125). This led to its refinement by Azjen by adding the PBC variable to it. The TRA with 

the third variable added to it was called the Theory of Planned Behaviour in 1988 by Ajzen 

(Küttim et al., 2014:659). 

  

3.2.1.1 Postulations of the Theory of Reasoned Action 

 

The TRA posits that an individual’s behaviour is predicted by that individual’s intention to 

perform the behaviour (Khanna, Kavookjian, Scott, Kamal, Miller & Neal, 2009:172; Mady, 

2017:736; Buabeng-Andoh, 2018:179). In turn, the individual’s intention to perform the 

behaviour is influenced by the attitude towards that behaviour and the SNs (Khanna et al., 
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2009:172; Jebarajakirthy & Lobo, 2014:240). Attitudes involve how positively or negatively a 

person evaluates a behaviour (Doane, Pearson & Kelley, 2014:155).  SN, on the other hand, 

are the individual’s perceived societal pressures or referent others to perform the behaviour 

(Mady, 2017:737). An individual’s propensity to perform a behaviour would be enhanced if 

the people an individual perceives as important, approve of the intended behaviour and vice-

versa.  

 

This suggests that for an individual to perform a specific behaviour, there should be a positive 

attitude towards that behaviour in terms of beliefs that the behaviour is an acceptable thing to 

do and the attractiveness of the outcomes of that behaviour. If the attitude is negative, the 

behaviour might not be undertaken. The theory further suggests that unless the behaviour is 

observed as an acceptable thing to do by society or any other persons of importance to that 

individual, the behaviour might not be undertaken.   

 

3.2.1.2 Previous applications of the Theory of Reasoned Action in entrepreneurship 

research 

 

An intense literature review has been conducted for this study in search of previous studies 

where the TRA was applied to predict intentions by individuals to start entrepreneurial 

ventures, but there is limited evidence of such. Evidence of the application of the TRA, which 

is one of the most preferred and tested theories in determining peoples’ intentions to engage in 

a certain behaviour, to determine EIs is limited. However, the TRA has been used in some 

studies in collaboration with the TPB. Example of such studies is the study by Özer and Yilmaz 

(2011:51) where the TRA was applied in collaboration with the TPB in determining the usage 

of information technology (IT) amongst accountants. Another example is the study by Roberto 

et al. (2014:308), where the TRA was applied in collaboration with the TPB in predicting 

substance-abuse treatment providers’ communication with clients about medication assisted 

treatment. The study by Hackman and Knowlden (2014:102), to review dietary behaviour 

interventions in adolescents and young adults also used the TRA in collaboration with the TPB. 

The TPB has been used in several contexts to predict EIs, thus making it possible to utilise the 

theory in collaboration with the TRA as in the case of the studies above.   
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3.2.1.3 Suitability of the Theory of Reasoned Action to the present study 

 

Establishing an entrepreneurial venture is rarely a process of unintentional behaviour (Gupta 

& Bhawe, 2007:77; Urban, 2015:47). Entrepreneurs would intentionally search for certain 

business opportunities, develop new products and compete in new markets (Gupta & Bhawe, 

2007:77). Since the objective of the study is to examine how the mediating factors such as the 

attitude towards entrepreneurial behaviours, the SN, and other behavioural and psychological 

factors influence the EIs of an individual, the TRA was deemed relevant to be applied in this 

study. The attitude of individuals towards undertaking any behaviour is very important to 

examine since only behaviours towards which an individual’s attitudes are positive would 

probably be undertaken. The TRA will enable this study to measure the attitude of the 

prospective student entrepreneurs - whether they are positive towards entrepreneurial ventures 

start-ups or not.  It will further enable the study to measure the extent to which social pressures 

(SNs) influence the EIs of the students.  

 

3.2.2 Theory of Planned Behaviour and its origins 

 

The TPB is one of the most popular and valuable theories applied in different fields for 

explaining and predicting human behaviour (Zoellner et al., 2012:172; Meijer, Catacutan, 

Sileshi & Nieuwenhuis, 2015:2). The TPB is an extension of the Theory of Reasoned Action 

(TRA) (Ajzen, 1991:181; Trafimow, 2009:509-510; Jordan et al., 2017:982; Potishuk & 

Kratzer, 2017:28). To better predict an individual’s behaviour, Ajzen (1988) added a third 

element to the TRA, the “PBC” (Ajzen, 1991:183; Rezaei, Mianajia & Ganjloo, 2018:154). 

This resulted in the existence of the TPB.  

 

The TPB was developed by Ajzen in 1988, with the main aim of predicting human behaviour 

with the inclusion of the PBC (Küttim et al., 2014:659; Rezaei et al., 2018:154). Regardless of 

the applicability of the TPB in a variety of disciplines, several researchers have included 

additional elements to it for better predictions of human behaviour since others fail to translate 

their positive intentions to actual behaviour (Rezaei et al., 2018:155). This study has also 

included four additional variables to the TPB for a better investigation of individuals’ intentions 

to start an entrepreneurial venture.  
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3.2.2.1 Postulations of the Theory of Planned Behaviour 

 

The TPB postulates that an individual’s propensity to engage in a certain behaviour depends 

on three antecedents. The first are the beliefs about the likely consequences or other attributes 

of the behaviour (behavioural beliefs). The second, are the beliefs about the normative 

expectations of other people (normative beliefs). The third, are the beliefs about the presence 

of factors that may further or hinder performance of the behaviour (control beliefs) (Ajzen, 

1991:179; Ajzen, 2002:665; Borges, Lansink, Ribeiro & Lutke, 2014:165; Tornikoski & 

Maalaoui, 2018:2). This suggests that any intention to do something would be strengthened by 

evaluating the outcomes as being favourable, thus influencing the attitude of that individual 

positively towards performing the behaviour, and the social pressures upon an individual to 

perform the behaviour may result in the actual performance of the behaviour. The third element 

of the TPB simply presumes that unless one believes to have greater control over the behaviour 

in question, the behaviour may not be carried out.  

 

Hypothetically, this study presumes that an individual would intend starting an entrepreneurial 

venture if the outcomes of doing so are perceived as being favourable, and people of importance 

to the prospective entrepreneur should observe the starting of an entrepreneurial venture as 

being an acceptable thing to do. Furthermore, the prospective entrepreneur should have enough 

belief that there would be sufficient control to deal with all the pressures and challenges of 

starting and managing an entrepreneurial venture.  

 

3.2.2.2 Previous applications of the Theory of Planned Behaviour in entrepreneurship 

research 

 

Numerous researchers have used the TPB in several fields previously to predict individuals’ 

intentions to perform rational behaviour. Given the fact that this study utilises the TPB to 

investigate the influence that EE has on EI, this section will briefly discuss several other prior 

studies that have made use of the TPB, and their results will also be provided.  

 

According to Sharma, Chrisman and Chua (2003:2), the TPB was initially adopted to explain 

EIs by Krueger and Carsrud in 1993, and thereafter several researchers followed suit. There is 

extensive evidence in international literature of studies that applied the TPB to predict the EIs 

of individuals in the international context. The following are just a few of the most recent 
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studies that applied the TPB in the international context. The study by Zhang, Wei, Sun and 

Tung (2019:147-149) aimed at examining the role of EE in fostering local entrepreneurs at the 

Hong Kong universities. They added EE as an exogenous factor to the three antecedents of the 

TPB, and their results provided empirical evidence to support the opinion that EE does improve 

individual’s intentions to start a new business. The Farrukh, Alzubi, Shahzad, Waheed and 

Kanwal (2018:400) study also applied the TPB by adding personality traits to the TPB and 

analysed the mediation of perceived behaviour control (PBC) and attitude toward 

entrepreneurship of university students from four universities in Pakistan. Their results 

revealed that the relationship between EIs and personality traits was mediated by PBC and 

attitude toward entrepreneurship.  

 

The study by Henley, Contreras, Espinosa and Barbosa (2017:1017-1022) also applied the TBP 

by investigating the role of social capital and leadership skills on the development of EIs of 

Colombian business students. Their results revealed that social capital and leadership skills are 

strongly and significantly associated with EIs through the mediating role of the antecedents of 

the TPB. Aloulou’s (2016:1144) study utilised the TPB in predicting the EIs of the final year 

business students at a Saudi Arabian university. The results indicated that the antecedents of 

TPB significantly accounted for 33.4 per cent of the variance in students’ EIs of which the SN 

has a more significant influence than the other two antecedents. Lastly, the study by Kim-Soon, 

Ahmad and Ibrahim (2016:1-14) in Malaysia aimed at determining the level of students’ 

entrepreneurial motivation and entrepreneurship intention at a public university. In their 

findings, they reported that the SN and attitude towards self-employment are significantly 

related to both students immediate and future entrepreneurship intentions whereas behavioural 

control is found to be significant only in relation to the student’s immediate career intention 

and not with future EIs.  

 

In Africa, some studies made use of the TPB to predict individuals’ EIs. The following are just 

a few of the most recent studies that applied the TPB in Africa. The study by Mwiya, Wang, 

Shikaputo, Kaulung'ombe and Kayekesi (2017:597) in Zambia examined the influence of 

social norms, personal attitudes and PBC on business start-up intentions of final year 

undergraduate students at a Zambian public university. The results of their study indicated that 

SNs, attitude toward entrepreneurship and PBC are each uniquely positively significant in 

relation to the EI of the students. In South Africa, the study by Chantson and Urban (2018:115-

117) focused on investigating the importance of the commercialisation of university intellectual 
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property of research scientists and engineers at universities and science councils in South 

Africa. The results of their study reveal the applicability of the antecedents for explaining the 

EI of the individual scientist, engineer, and academic researcher in the South African context. 

Even though their results corroborate the results of previous studies, the ATB shows dominance 

over the other antecedents of TPB. The study by Ebewo, Shambare and Rugimbana (2017:175-

182) examined the EIs of the arts and design students at the Tshwane University of Technology 

in South Africa by applying the TPB. The results of the study revealed that the SN is an 

insignificant predictor of EI as opposed to attitudes towards entrepreneurial behaviour and 

perceived entrepreneurial abilities. Nieuwenhuizen and Swanepoel (2015:1-10) conducted a 

comparative study between master’s business students of South Africa and Poland. The results 

of the study demonstrated higher EIs of students at a public university in South Africa than 

those of the Polish students.  

 

What can be drawn from all the studies mentioned above is that the TPB is mostly applicable 

in a quantitative research approach since all used the quantitative research approach. The TPB 

has proven to be compatible with any predicting variable and can also be extended by additional 

mediating variables a researcher may want to use in the study.   

  

3.2.2.3 Suitability of the Theory of Planned Behaviour to the present study 

 

Starting a new entrepreneurial venture is an endeavour which is intentional and requires proper 

planning (Gird & Bagraim, 2008:712). Iakovleva, Kolvereid and Stephan (2011:356) assert 

that the TPB is better than other models in the sense that it offers a coherent and generally 

applicable theoretical framework that enables researchers to predict EIs by taking into 

considerations both personal and social factors. In addition, the presence of the PBC makes it 

even more suitable since a certain degree of control over the intended behaviour is needed to 

ensure possibilities of success. The TPB can easily accommodate other variables that can be 

augmented to it for better prediction of behaviours (Rezaei et al., 2018:155). This study has 

also added four other variables to better predict the EIs of the respondents.   

 

3.3  ENTREPRENEURSHIP EDUCATION 

 

To understand individuals’ EIs, researchers have also investigated related phenomena, such as 

EE (Tornikoski & Maalaoui, 2018:2).  EE has proven to be significant in enhancing EIs of the 
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students that enrolled for it when compared to those that did not (Martin, McNally & Kay, 

2013:213; Heuer & Kolvereid, 2014:508; Karim, 2016:381). It has therefore been growing 

rapidly in institutions of higher education throughout the world and has been receiving support 

from the governments directly and through funding major investments in advice-provision to 

prospective entrepreneurs and existing small businesses (Martin et al., 2013:212). However, 

Zhang et al. (2019:147) argue that EE does not necessarily guarantee entrepreneurial success 

but can at least enable individuals to understand and manage the risk of failure pertaining to 

entrepreneurial activities. This can somehow enhance an individual’s self-confidence, thus 

enhancing the probability of engaging in entrepreneurial activities (Karim, 2016:381).  

 

EE is composed of two distinct elements, namely, “entrepreneurship” and “education”. These 

two concepts need to be discussed separately to enhance better comprehension of the concept 

“entrepreneurship education”.   

 

3.3.1 Conceptualisation of entrepreneurship 

 

Regardless of the perceived importance of entrepreneurship, there is no generally accepted 

definition for it (Iversen, Jørgenson & Malchow-Møller, 2008:1; Steenkamp et al., 2011:49; 

Nieuwenhuizen 2014:9; Vosloo, Vosloo & Antonites, 2018:295), but previous studies have 

tried to provide definitions that can enhance understanding as to what entrepreneurship is 

about. For instance, Ronstadt (1985:28) defines entrepreneurship as “the dynamic process of 

creating incremental wealth. This wealth is created by individuals (entrepreneurs) who assume 

the major risk in terms of equity, time and/or career commitment for providing value for some 

product or service''. Shane and Venkataraman (2000:218) define entrepreneurship as “the 

scholarly examination of how, by whom, and with what effects opportunities to create future 

goods and services are discovered, evaluated, and exploited”. For Kobia and Sikalieh 

(2010:110), entrepreneurship is the “process whereby an individual or a group of individuals 

use organised efforts and means to pursue opportunities to create value and growth by fulfilling 

wants and needs through innovation and uniqueness, no matter what resources are currently 

controlled”. Hewitt and van der Bank (2014:4) define entrepreneurship as “the act of initiating, 

creating, building, expanding and sustaining a venture, building an entrepreneurial team, and 

gathering the necessary resources to exploit an opportunity in the marketplace for long-term 

wealth and capital”. Nieuwenhuizen (2018:3) defines it as “the process of establishing a 

business, from the identification of a business opportunity and innovation through to planning, 
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start-up, managing and growing the business”. Despite the differences in the abovementioned 

definitions, they all point to the creation of wealth by identifying an opportunity in the 

marketplace, doing some planning and organising resources, and starting a business with 

intentions of growing it.   

 

3.3.2 Conceptualisation of education 

 

A narrow definition of education explains education as a means by which an individual’s 

knowledge, skills and attitudes are being altered (Kakouris, 2015:90). In broad terms, van den 

Aardweg and van den Aardweg (1993:76) define education as a “purposeful, conscious 

intervention by an adult in the life of a non-adult with the specific purpose of bringing the non-

adult successfully to adulthood”. Arguably, Löbler (2006:25) presents education as a process 

of leading out knowledge from the learner. The author’s point of view is backed up by the 

origins of the term ‘education’. According to Löbler (2006:25), the word ‘education’ is derived 

from the Latin word ‘ex-ducere’ meaning to ‘lead out’. For the sake of this study, both vantage 

points will be consolidated to consider education as the process of imparting of knowledge to 

alter the skills and attitudes of a learner and also providing opportunities for the leaner to 

practice what has been learnt. Based on the latter definition, for learning to take place, a 

knowledgeable person should impart the knowledge by teaching abstracts and theory which 

will form a point of reference to guide the learner in carrying out practical tasks.   

 

Education is very important since it creates a conducive formal platform for learning to take 

place. Illeris (2007:3) defines learning broadly as “any process that in living organisms leads 

to permanent capacity change and which is not solely due to biological maturation or ageing”. 

Schunk (2014:3) defines learning as “an enduring change in behaviour, or in the capacity to 

behave in a given fashion, which results from practice or other forms of experience”. From 

these two definitions, it is evident that people can also learn new things and skills by informally 

interacting with their immediate environment. Education also has a way of restructuring what 

a person already knows into a more meaningful way that can enhance the decision-making 

processes of an individual.   
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3.3.3 The conceptualisation of entrepreneurship education 

 

Researchers concur that entrepreneurial tendencies are not inborn but can be learnt and taught 

successfully (Malebane, 2016:365). EE has proven to be useful in contributing to the 

development of individuals’ EIs (Lüthje & Franke, 2003:137; Fayolle, Gailly & Lassas-Clerc, 

2006:709; Souitaris et al., 2007:585; Steenkamp et al., 2011:51; Küttim et al., 2014:659). It 

has, therefore, evolved to become a means to educate the twenty-first century workforce by 

equipping students with skills to take any area of study or discipline and be creative, innovative, 

and turn it to entrepreneurial activity (Welsha, Tullar & Nemati, 2016:127). It should further 

enhance the ability of the students to discover, evaluate and exploit opportunities in the 

marketplace (Malebane, 2016:366).  

 

The two preceding sections have investigated the definitions of ‘entrepreneurship’ and 

‘education’, and from these definitions, previous studies have thus derived the definition of EE. 

For instance, Yu Cheng et al. (2009:558) define EE narrowly as “education that provides the 

needed skills to set-up new businesses”. Sondari (2014:49) defines it as “the process of 

providing individuals with the ability to recognise commercial opportunities and the insight, 

self-esteem, knowledge and skills to act on them”. Küttim et al. (2014:659) perceive EE as a 

collection of formalised teachings that inform, train and educate individuals interested in 

business creation by means of opportunity recognition and marshalling of resources in the 

presence of risk. Lackéus (2017:637) accepts the opinion that EE is education that aims at 

developing competencies in a person necessary to start up a new business.  However, consensus 

has not been reached as yet in so far as the definition of EE is concerned (Baptista & Naia, 

2015:339; Vosloo et al., 2018:291). According to Marques and Albuquerque (2012:56), EE 

aims at exposing the usefulness and the vibrant potential in each person to start a business.   

 

3.3.3.1 Methods of teaching entrepreneurship  

 

EE is not just about starting a new business or managing one, but it is more about learning to 

integrate experiences, skills and knowledge to be prepared to create a new business (Yu Cheng 

et al., 2009:558). EE involves formal academic education as well as training interventions 

(Valerio, Parton & Robb, 2014:41). Scholars acknowledge that for in-depth learning, EE 

requires both theoretical skills and methods taught by academics as well as hands-on practice 

in order to also gain entrepreneurial experience (Shih & Huang, 2017:204). However, previous 
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studies acknowledge that EE and training are still in the first stage of development, thus having 

little agreement as far as the content to be taught and methodology is concerned (Vosloo et al., 

2018:295). Nonetheless, Hasan et al. (2017:891-892) provide an outline of how 

entrepreneurship should be taught as follows:   

 

• Generalised entrepreneurial education 

 

This type of EE aims at exposing the latent abilities of a person necessary for becoming an 

entrepreneur and would also assist in developing new ones. This is done by providing students 

with academically meticulous learning which could be interpreted into real-world value. It 

further provides basic knowledge about entrepreneurship.    

 

• Motivational entrepreneurial education 

 

Motivation is an important factor in causing one to choose entrepreneurship as a career. Using 

motivational EE, self-determination could be developed among people to start their own 

businesses. Thus, actions like creating a platform where students could have an opportunity of 

interacting with successful entrepreneurs could be very important, especially those that have 

their approval.   

 

• Augmented entrepreneurial education  

 

This type of EE serves as an additional tool for prospective student entrepreneurs. It is aimed 

at giving students the knowledge and skills required to shape their attitude to act in an 

entrepreneurial way. This is done by providing students with opportunities to conduct 

feasibility studies, participation in simulated businesses or real businesses, participation in 

competitions, projects with actual clients, experiential problem-based approaches to 

developing entrepreneurial attitudes, cooperation with companies and small-scale sponsorship, 

students raising funds, developing business plans and real venture setting up (Ruskovaara, 

Hamalainen & Pihkala, 2016:156; Botha & Bignotti, 2016:3; Ozdemir, Dabic & Daim, 

2019:3). Consequently, it allows the students to get a feel of how businesses are managed and 

operated in real life situations. Several studies refer to this method as ‘active’, ‘experiential’, 

‘learning by doing’ and ‘real-world’ pedagogies (Fayolle, 2013:696). In this stage, both 
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generalised entrepreneurial education and motivational entrepreneurial education plays an 

important role since the former assists the students to recall how things should be done as 

explained in theory and the latter assists by providing the mental energy required to carry the 

task in question. At the same time as the students puts what has been learnt into practice, new 

information would be acquired, which will help in enhancing the understanding of the content 

material and if the student succeeds in doing what has been learnt, this might have a positive 

influence on the motivation of the student.   

 

The definition of education this study considers, mentions two parties involved in the learning 

process, namely, the knowledgeable adult (teacher) and the learner. This section only addressed 

the side of the teacher or of the institution. It seems crucial, therefore, to also address the 

learning process from the learner’s perspective. 

 

3.3.3.2 The learning process of a learner 

 

The core objective of teaching is to have some learning taking place. Understanding how the 

learning process takes place in a learner may help instructors and curriculum developers to 

rearrange the teaching methods and processes such that they are well aligned with one another. 

This will allow optimal learning to take place. This section will, therefore, highlight how 

learning occurs in a learner. To best illustrate the learning process of a learner, this study 

deploys the three-dimensional learning and competence development model of Illeris (2018) 

as depicted in Figure 3.1.  
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Figure 3.1: The three dimensions of learning and competence development 

Source: Illeris (2018:4) 

 

According to Illeris (2018:3), the content dimension of Figure 3.1 concerns what the learner 

should learn. It concerns the information that builds up the knowledge and skills in relation to 

the discipline of study. This dimension could also include things such as opinions, meaning, 

values, ways of behaviour, attitudes, methods, strategies and any other content material that 

can contribute towards building the understanding and capacity of the learner. The incentive 

dimension provides and guides the mental energy needed for the learning process to occur. 

This dimension concerns composites such as emotions, feelings, motivation and volition. 

According to the author, the ultimate function of the incentive dimension is to secure a 
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continuous mental balance of the learner and concurrently developing a personal sensitivity. 

The author further highlights that the learning content and the incentive dimension influence 

each other. This implies that the learning process will depend on whether the learning is driven 

by desire, interest, necessity or compulsion. Also, if the content is interesting to the learner, it 

might evoke the desire to learn the content material as well.  

 

The interaction dimension offers the impulses that initiate the learning process. This could be, 

for instance, experience, activity, imitation, participation, perceptions and transmission. 

According to the author, this serves the personal integration in the community and society, thus 

constructing the sociality of the learner.     

  

3.3.3.3 Integration of the teaching methods into the learning process of an 

entrepreneurship student  

 

In the previous two sections, the teaching methods and the learning process of a learner were 

investigated. In this section, these two processes are discussed jointly for enhanced 

comprehension of the overall learning process of an entrepreneurship learner. These integrated 

processes are depicted in Figure 3.2.      
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Figure 3.2: Teaching methods and learning process integrated model 

Source: Adapted from Illeris (2018:4) and Hasan et al. (2017:891-892)  

 

The teaching methods are shown on the outside of Figure 3.2, whose custodian is the 

curriculum developer or the institution providing the EE, and the learning and competence 

development process being on the inside. The main aim of Figure 3.2 is to align each element 

of the learning process with the teaching methods. The generalised entrepreneurial education, 

component as explained by Hasan et al. (2017:891) is all the theoretical parts of EE that are 
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taught by the teacher (lecturer) to the learner. Even though there is still little agreement as far 

as the content material of EE is concerned (Vosloo et al., 2018:295), things such as how 

business ideas could be generated and be screened could be taught. The teacher can also teach 

the learner how to do the planning, organising, controlling and implementing of the planned 

activities. On the other hand, the learner should learn and get an understanding of these content 

materials as the teacher explains them. The theoretical part of EE is very important to recall 

when it gets to the augmented entrepreneurial education part or when the student starts the 

entrepreneurial venture.        

 

Regarding motivational entrepreneurial education, the teacher (lecturer) should find ways to 

motivate the students so that they would want to learn more about entrepreneurship and start 

their own businesses. This could be achieved by inviting successful entrepreneurs as guest 

lecturers to come and interact with the students and explain to them how they started their 

careers as entrepreneurs. They can also share with them the benefits and challenges of being 

an entrepreneur. On the other hand, when the students get motivated, they might even go 

beyond what is taught in class to learn more about entrepreneurship. Some of the content 

material might start making sense if explained by individuals who frequently put them into 

practice.    

 

During the augmented entrepreneurial education stage, the teacher (lecturer) or the HEI should 

assist the students to participate in venture creation competitions and create opportunities for 

students to put what has been learnt into practice. For instance, by conducting a feasibility 

study of generated business ideas. This will make the students see the significance of what has 

been taught in class and the new information acquired during this stage might as well contribute 

to the understanding of the content learnt thus influencing the motivation of the student 

positively.    

 

3.3.3.4 Factors influencing entrepreneurship education (drivers) 

 

Entrepreneurship has been considered a fundamental factor in achieving economic growth, 

high employment, strong job creation, and positive social development (Sesen, 2013:624; 

Heuer & Kolvereid, 2014:506). Small and medium enterprises (SMEs) have been providers of 

most of the employment opportunities globally (Ngek, 2014:253; Fiseha & Oyelana, 2015:280; 

Ruchkina, Melnichuk, Frumina & Mentel, 2017:260; Tambunan, 2019:1). By the first quarter 
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of 2019, South Africa’s unemployment rate was standing at 27.6 per cent (Statistics South 

Africa, 2019), and the creation of more SMMEs can curb this. Many governments globally that 

seek to develop their economy by means of the creation of new businesses and focus on 

securing sustainable employment opportunities and income for their wider society have 

included entrepreneurship in their socio-economic policies (Stadler & Smith, 2017:81). 

SMMEs are the larger generator of primary or secondary sources of income for many 

households (Fiseha & Oyelana, 2015:280; Tambunan, 2019:1). Almost every big company we 

know today started as an SME (Katua, 2014:462).  

 

The definition of SMEs differs from one country to another (Katau, 2014:463). In general, the 

definitions are primarily based on the number of employees, turnover and the size of the 

balance sheet. In South Africa, the SMMEs are defined by the National Small Business Act 

102 of 1996 as amended in National Small Business Amendment Act 2004 Sub-section E of 

Section 1 as “a separate and distinct business entity, together with its branches or subsidiaries, 

if any, including co-operative enterprises managed by one owner or more predominantly 

carried on in any sector or subsector of the economy mentioned in Column 1 of the Schedule 

and classified as a micro-, a very small, a small or a medium enterprise by satisfying the criteria 

mentioned in Columns 3, 4 and 5 of the Schedule”. This definition must be read in reference 

to Schedule 1 of the National Small Business Act No. 102 of 1996, as illustrated in Table 3.1. 

 

Table 3.1: Schedule 1 of the National Small Business Act No. 102 of 1996 

 

Sector or sub-sectors 

in accordance with the 

Standard Industrial 

Classification 

Size or class Total full-time 

equivalent of 

paid 

employees  

Less than: 

Total annual 

turnover  

 
Less than: 

Total gross 

asset value 

(fixed property 

excluded)  

Less than: 

Agriculture Medium  

Small  
Very small 

 Micro 

100  

50  
10 

 5 

R 4.00 m  

R 2.00 m  
R 0.40 m  

R 0.15 m 

R 4.00 m  

R 2.00 m  
R 0.40 m  

R 0.10 m 
Mining and 

Quarrying 
Medium  
Small  

Very small  

Micro 

200  
50  

20  

5 

R30.00 m  
R 7.50 m  

R 3.00 m  

R 0.15 m 

R18.00 m  
R 4.50 m  

R 1.80 m  

R 0.10 m 
Manufacturing Medium  

Small  

Very small  

Micro 

200  
50  

20  

5 

R40.00m 
R10.00 m   

R 4.00 m  

R 0.15 m 

R15.00 m  
R 3.75 m  

R 1.50 m  

R 0.10 m 
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Sector or sub-sectors 

in accordance with the 

Standard Industrial 

Classification 

Size or class Total full-time 

equivalent of 

paid 

employees  

Less than: 

Total annual 

turnover  

 

Less than: 

Total gross 

asset value 

(fixed property 

excluded)  

Less than: 
Electricity, Gas and 

Water 
Medium  

Small  

Very small  

Micro 

200  

50  

20  

5 

R40.00m  

R10.00 m  

R 4.00 m  

R 0.15 m 

R15.00 m  

R 3.75 m  

R 1.50 m  

R 0.10 m 
Construction Medium  

Small  

Very small  
Micro 

200  

50  

20  
5 

R20.00 m  

R 5.00 m  

R 2.00 m  
R 0.15 m 

R 4.00 m  

R 1.00 m  

R 0.40 m  
R 0.10 m 

Retail and Motor 

Trade and Repair 

Services 

Medium  

Small  

Very small 
 Micro 

100  

50  

10 
 5 

R30.00m  

R15.00 m  

R 3.00 m  
R 0.15 m 

R 5.00 m  

R 2.50 m  

R 0.50 m  
R 0.10 m 

Wholesale Trade, 

Commercial Agents 

and Allied Services 

Medium  

Small  
Very small  

Micro 

100  

50  
10 

 5 

R50.00 m 

R25.00 m  
R 5.00 m  

R 0.15 m 

R 8.00 m 

R 4.00 m  
R 0.50 m  

R 0.10 m 
Catering, 

Accommodation and 

other Trade 

Medium  

Small  
Very small  

Micro 

100  

50  
10 

 5 

R10.00 m  

R 5.00 m  
R 1.00 m  

R 0.15 m 

R 2.00 m  

R 1.00 m  
R 0.20 m  

R 0.10 m 
Transport, Storage 

and Communications 
Medium  

Small  
Very small  

Micro 

100  

50  
10 

 5 

R20.00m  

R10.00 m  
R 2.00 m  

R 0.15 m 

R 5.00 m  

R 2.50 m  
R 0.50 m  

R 0.10 m 
Finance and Business 

Services 
Medium  
Small  

Very small  

Micro 

100  
50  

10 

 5 

R20.00m  
R10.00 m  

R 2.00 m  

R 0.15 m 

R 4.00 m  
R 2.00 m  

R 0.40 m  

R 0.10 m 
Community, Social 

and Personal Services 
Medium  
Small  

Very small 

Micro 

100  
50  

10 

 5 

R10.00 m  
R 5.00 m  

R 1.00 m  

R 0.15 m 

R 5.00 m  
R 2.50 m  

R 0.50 m  

R 0.10 m 

 

Source: National Small Business Act No. 102 of 1996 (15-16) 

 

Table 3.1 illustrates how the definitions of the SMMEs differ from one sector to another. Each 

sector is divided into medium, small, very small and micro enterprises. These sub-divisions are 

further defined by the number of full-time paid employees, total annual turnover and the total 

gross asset value of the entity excluding the fixed assets.      

 

The South African government recognises the significance of the SMME sector in promoting 

economic growth and development (Ngek, 2014:253). It has, therefore, developed strategies to 
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address the financing needs of SMMEs thus making it easy to create new SMMEs. The author 

posits that the government was aiming at promoting and increasing entrepreneurship activities 

in the country, and also devising means to alleviate poverty, generating wealth for previously 

disadvantaged people and creating profitable opportunities for indigenous entrepreneurs. 

Moreover, there are plans by the South African government to create jobs up to 90 per cent by 

2030, with the SMMEs being the main employment creators (National Planning Commission, 

2012:119). Ngek (2014:253) further argues that despite all these initiatives, the creation rate of 

successful SMMEs in South Africa remains the lowest in the world. Van Aardt (2014:412) 

posits that this problem could be attributed to the lack of finances and skills.  EE could be the 

answer since its main objective is to develop innovative and entrepreneurial skills, and to 

encourage more youth to start their own enterprises (Støren, 2014:792) given the shrinking 

labour market and the oversupply of qualifications with skills that are not in demand by 

companies (Mncayi & Dunga, 2016:413). The very same qualifications not demanded by 

companies in the labour market incorporated with proper training in EE can yield positive 

results in the form of new venture creation. Also, the rise of entrepreneurship as an academic 

discipline globally (Thrane, Blenker, Korsgaard & Neergaard, 2016:906) calls for South Africa 

to follow suite.  

 

3.3.3.5 Outcomes of entrepreneurship education 

 

It is imperative to evaluate the effectiveness of EE based on its impact on the formation of EI 

(Malebane, 2016:366). An ideal outcome of EE is increased EI, thus increasing the chances of 

new business creation. According to Ozdemnir et al. (2019:3), people who have the EI are 

more likely to be self-employed. However, there is some contention against the results that are 

drawn from cross-sectional studies since they did not make use of control groups and no pre- 

and post-programme testing was done (Ahmed, Chandran & Klobas, 2016:5). Martin et al. 

(2013:211-224) conducted a meta-analysis study of all available studies at the time that 

investigated the outcomes of EE and training (EET). These studies further underwent various 

selection processes to be considered in the study. The inclusion rules were as follows: “first, 

the predictor variable of each study had to have been either EE or training. Second, the criterion 

variables had to be one of two broad types. The first type was entrepreneurship-related human 

capital assets, including (1) Knowledge and skills, which comprised knowledge of 

entrepreneurship and an entrepreneurial process, competency in identifying innovative 

business opportunities and competency in dealing with ambiguity in decision making. (2) 
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Positive perceptions of entrepreneurship, which comprised attitudes towards entrepreneurship, 

the desirability of becoming an entrepreneur, feasibility of becoming an entrepreneur, and SE 

related to entrepreneurship. (3) Intentions to start a business. The second type was 

entrepreneurship outcomes, including (1) Nascent behaviours, such as writing a business plan 

and seeking funding (2) Start-up (3) Entrepreneurship performance, which comprised financial 

success, duration of running a business, and personal income from owned businesses. The third 

criterion required that studies reported data that could be included in a meta-analysis (i.e., r 

values or data that could be transformed into r values, such as d, t, F, etc.) by making 

comparisons either pre- and post-EET intervention, or via treatment and control groups. The 

authors coded for moderators, such as age, gender, and type of educational intervention, but 

aside from EET type, they found too few studies to allow for moderator analysis.  

 

Applying these criteria to the initial list of 79 studies yielded a final total of 42 independent 

samples that represent 16,657 students. Basically, 37 studies were excluded because they did 

not meet one or more of the selection criteria. Twenty-one studies were eliminated because 

they did not incorporate pre– post or treatment–control comparisons. A further 13 studies were 

excluded because they did not report the data required for creating an r value and were unable 

to obtain this information from the authors. A final three studies were eliminated because, 

although they met the inclusion criteria, upon further examination, they used samples that were 

duplicated in the overall list of studies. According to Martin et al. (2013:220), 31 studies of the 

42 selected studies did not meet a high standard of methodological rigor. The results of the 

study indicated that studies that lack a high standard of rigor reported stronger relationships 

than those that had an acceptable standard of methodological rigor. Conversely, a mixed-

method study conducted by Walter and Block (2016:216-233), using both primary and 

secondary data, in 32 countries comprising 11230 respondents reported mixed findings. In 

some countries, EE showed a considerable level of significance while in others it was less 

significant. The authors posit that the outcomes of EE are mostly dependent on the 

environmental context of the study. They accentuate that the personal-context interaction is 

responsible for triggering entrepreneurship in a person (Walter & Block, 2016:228).      

  

In South Africa, studies such as that of Moufhe and Du Toit (2011:13-14), reported significant 

correlations between EE, the antecedents of entrepreneurship intention and the 

entrepreneurship intention. However, Odora (2015:278) argues that currently EE in South 

Africa is not adequately addressed at the strategic level by some universities or national 
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policies. The issue involves both the content and the teaching methodologies since problem-

solving and multidisciplinarity are important for the development of entrepreneurial attributes 

of students in engineering fields (Odora, 2015:278). This notion is supported by the study 

conducted by Vosloo et al. (2018:301) as the respondents argue that most of the important 

themes are covered insufficiently in entrepreneurship curricula.  

 

The conclusion that can be drawn from most studies that examined the impact of EE on the 

entrepreneurship intention of students is that EE does yield positive results. This implies that 

governments and policy makers should find a way to encourage HEIs to consider an 

entrepreneurship module in every qualification programme that is offered by them.   

 

3.3.3.6 Measurement of entrepreneurship education 

 

A variety of measurement instruments have been utilised by different scholars to measure the 

impact EE has on students that enrolled for entrepreneurship either as a course or module. Some 

scholars utilised a cross-sectional research design, whereas others would prefer to do a pre- and 

post-test to determine the influence. This section aims at providing a summary of a few types 

of measuring instruments and approaches used by previous studies and will close by discussing 

the measuring instrument utilised in this study.   

 

The measuring instrument utilised by Kuttim et al. (2014) comprises five distinct constructs 

except for the antecedents of the TPB, with the first four having the same items with questions 

posed differently. The first three constructs were the provision of university offerings, the 

demand for university offerings, and participation in university offerings, and they all used a 

‘yes’ or ‘no’ scale. The fourth construct measured the students’ satisfaction with the university 

offerings on a five-point Likert-scale with 1 = not at all and 5 = very much. All of the constructs 

mentioned above were further divided into lectures and seminars, networking and coaching 

opportunities and resources for founder’s items. The fifth construct measured the satisfaction 

with university environment in general on a seven-point Likert-scale with 1 = strongly disagree, 

and 7 = strongly agree.   

 

The measuring instrument used by Mwiya (2014:302) for measuring EE was also divided into 

three sub-sections. The first sub-section was learning from the module, it had five items. The 

second sub-section was practical approaches having eight items. The third sub-section, access 
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to resources, had eleven items. All of these constructs were measured on a five-point Likert-

scale with 1 = not at all, and 5 = to a very large extent.   

In a study conducted by Ismail (2017:236-248), pre- and post-tests to measure the impact of 

EE on the entrepreneurial skills of students were performed. The measuring instrument had 

five constructs, namely: business-related skills having nine items, attitude towards being an 

entrepreneur having six items, social norms with six items, PBC with six items and 

entrepreneurial career having six items. All of the constructs were measured on seven-point 

Likert-scales, with 1 = not capable at all, and 7 = very capable; 1 = not at all desirable, and 7 = 

highly desirable; 1 = should not, and 7 = should; 1 = very easy, and 7 = very difficult; and 1 = 

would be preferred to be employed, and 7 = would prefer to be an entrepreneur, respectively. 

A study by Mathews (2017:146-151) followed a pre- and post-test as well. Only openness to 

ideation was measured with a fourteen-item instrument on a seven-point Likert-scale with 1 = 

strongly disagree, and 7 = strongly agree.  

 

What is common with the measuring scales is that those that were cross-sectional mostly 

focussed on the content learned of EE and opportunities provided for practice purposes whilst 

the pre and post-test instruments mainly focussed on measuring the change of attitude and skills 

between pre-test and post-test.  

 

This study deploys a cross-sectional survey and will therefore follow the guidelines of the 

studies that used the same approach in gathering data. Meaning that the study is more interested 

in examining the influence of the content material of EE on the students’ EIs. Hence, this study 

will utilise the following measuring instrument of EE as illustrated in Table 3.2. 

 

Table 3.2: Entrepreneurship education measuring instrument 

 

Construct  Item code  Item description   

Entrepreneurship 

education 

EE1 The entrepreneurship course enables me to identify the 

characteristics of successful entrepreneurs (e.g., risk taking, 

proactivity, innovativeness, etc.) 

EE2 Entrepreneurial education gives me a feeling of independence 

EE3 The entrepreneurship course increases my awareness of the 

different forms of businesses that I can set-up (i.e., sole 

proprietorship, partnership, etc.) 
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Construct  Item code  Item description   

EE4 I have acquired the skills, knowledge and competencies needed 

to establish, develop and manage a new business from the 

entrepreneurship course 

EE5 The entrepreneurship course increased my awareness of the 

duties and rights of entrepreneurs and their commitment to 

their stakeholders 

EE6 The entrepreneurship course has enhanced my understanding 

of the different sources I can obtain funding from to start a new 

business 

Scale  1= strongly disagree; 2= disagree; 3= neutral; 4= agree; 5 = strongly agree 

 

Source: Puni, Anlesinya and Korsorku (2018:501) 

 

Table 3.2 shows how the EE of this study will be measured. The construct has seven measuring 

items with the focus on the skills the learner has acquired by attending the Entrepreneurship 

module. A five-point Likert-scale will be utilised.     

 

3.3.3.7 Previous research on entrepreneurship education in South Africa 

 

There have been several research studies conducted previously in South Africa on the impact 

of EE on the EIs of students. This section will, therefore, provide five examples of the most 

recent studies undertaken on EE in South Africa.  

 

Moufhe and Du Toit (2011:1-15) conducted a quantitative study amongst a sample of final-

year students from the Faculty of Management of a comprehensive university in the Gauteng 

Province in South Africa. The sample size constituted 269 respondents. Their study reported a 

positive influence on the attitude of students who enrolled for EE versus those who did not. 

Even though the non-entrepreneurship students also agreed that an entrepreneurial career is an 

attractive and somewhat demanding career, they were not as positive as the entrepreneurship 

students were towards becoming entrepreneurs. In general, the results of the study reported a 

positive relationship, though not a very strong one, between entrepreneurial education and EIs.   
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A study conducted by Malebane and Swanepoel (2014:1-26), focused on examining whether 

students who were exposed to EE would acquire entrepreneurial SE, which differs from those 

who did not have such exposure and to examine the relationship between perceived 

entrepreneurial SE and entrepreneurial intents of students. The study was conducted in a 

comprehensive university in the province of the Eastern Cape and in a university of technology 

in the province of Limpopo in South Africa. Both institutions offered the same qualification 

types as those offered by the former technikons. Their study was a quantitative study with a 

sample size of 355 participants. The results of the study indicated that the students who had 

exposure to EE perceived their own entrepreneurial SE differently from those that did not enrol 

for EE. Respondents with three years’ exposure to EE differed statistically significantly from 

those with six months’ exposure and those without such exposure.  

 

Odora (2015:276-283) conducted an exploratory study based on an entrepreneurial teacher-

directed product design project. The study comprised a sample of 36 mechanical engineering 

students at a university of technology. A mixed-method research approach was utilised. The 

results of the study indicated that engineering students who take part in entrepreneurship 

programmes as undergraduates gain insights not available from traditional engineering 

education, such as understanding and designing for end users, working in and managing 

interdisciplinary teams, communicating effectively, thinking critically and understanding 

business basics.   

 

Botha and Bignotti (2016:1-15) in their study, followed a pragmatist philosophical paradigm 

since it was more concerned with the practicality of internships with the opinion that it 

enhances the EIs and SE of students. Internships fall under augmented entrepreneurial 

education; it is, therefore, relevant in the study. The study was qualitative in nature. The 

entrepreneurship and business management programmes up to master’s level of 23 HEIs of 

South Africa were analysed by referring to online web-based programme brochures. In the case 

when these were insufficient, telephone interviews were conducted. The main aim of the study 

was to investigate as to which of the HEIs incorporated internships in their EE to enhance EI. 

The results revealed that the Durban University of Technology is the only university that offers 

programmes that include internships as part of its curriculum. 

 

Vosloo et al. (2018:289-313) conducted a mixed-method study on EE offered to architects 

before they were employed at architects’ firms. The motivation to perform the study was 
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attributed to the architects’ firms’ failure to stay afloat. The study investigated the extent to 

which certain entrepreneurial themes are covered in the EE received during, and since, the 

university education of the architects. The results of the study indicated insufficient coverage 

of most of the central entrepreneurship themes which could help the firms survive in the market.    

 

All these studies confirm the positive influence that EE has on the EIs of the students who 

enrolled for it at tertiary institutions. Conversely, some of these studies reported inadequacies 

insofar as the teaching methods of EE are concerned. The entrepreneurship programmes lack 

an experiential learning component as well as insufficient coverage of some central 

entrepreneurial themes.    

 

3.4 SUMMARY OF THE CHAPTER   

 

This chapter aimed at performing a literature review on the theories that underpin the study and 

the conceptualisation of EE. The TRA and TPB were discussed, and the applicability of these 

theories to this study was also discussed. Both the TRA and TPB were considered relevant to 

this study since both are the most popular and valuable theories applied in different fields for 

explaining and predicting human behaviour. The literature review on EE revealed three 

methods on how it should be taught, namely: the generalised EE, motivational EE, and 

augmented EE. For the learning process to effectively occur, the side of the learner was also 

considered and thereafter the teaching methods and the learning process were discussed jointly 

to explain how each element influences the other. Factors that influence EE were also 

discussed, and specific attention was placed on South Africa. The main factors were considered 

to be the unemployment rate, which remained above 27 per cent and economic growth of South 

Africa that remained sluggish for a significant number of years. The SMMEs were considered 

by the government to be the main players in creating the number of job opportunities mentioned 

in the National Development Plan 2030 of South Africa, thereby making EE a significant 

predictive factor for the creation of more SMMEs. The last three sections of the chapter 

investigated the outcomes of EE, measuring instruments utilised by previous studies to measure 

the impact of EE on the students’ EIs and previous research on EE performed in South Africa. 

The results of these research studies indicated the significant role that is played by EE on the 

EIs of students. The next chapter provides theoretical insights into the research constructs of 

the current study. 
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CHAPTER 4 

THEORETICAL INSIGHTS ON RESEARCH CONSTRUCTS 

 

4.1 CHAPTER OVERVIEW 

 

The preceding chapter focused on providing a discussion on the main theories that underpin 

the study as well as EE and the way it should be taught to enhance the EIs of students. The 

Theory of Reasoned Actioned (TRA) and the Theory of Planned Behaviour (TPB) were 

discussed. However, the variables of these theories were not discussed in detail. The current 

chapter places emphasis on the EI of prospective entrepreneurs by discussing in detail the 

dimensions of the TPB, namely: Attitude Towards Behaviour (ATB), SN and PBC, together 

with other variables such as the SE, NA and IR that were incorporated into the TPB for better 

prediction of the EIs of the students. In this study, these variables are collectively referred to 

as behavioural, psychological and environmental factors. The chapter also provides an 

overview of previous studies that investigated the influence of these behavioural, psychological 

and environmental factors on the EIs of prospective entrepreneurs in South Africa. An 

overview of other studies that examined the EIs of prospective entrepreneurs without the use 

of the aforementioned factors in South Africa is also provided. The chapter concludes by 

explaining the formulation of the hypotheses that were tested in this study.     

 

4.2 ENTREPRENEURIAL INTENTIONS 

 

The preceding factor before any planned behaviour can be performed is the intention of 

performing the behaviour. The Theory of Planned Behaviour (TPB) by Ajzen (1988), discussed 

in the previous chapter, attempts to provide a guide for how any planned behaviour comes to 

being. The TPB has been applied in several fields of study and entrepreneurship is no 

exception. According to Ajzen (1991:181), “intentions are assumed to capture the motivational 

factors that influence a behaviour; they are indications of how hard people are willing to try, 

of how much of an effort they are planning to exert, in order to perform the behaviour”. Since 

this study is aimed at determining EIs, definitions of intentions will be narrowed down to those 

that are entrepreneurial. Kusmintarti, Thoyib, Ashar and Maskie (2014:25) view EI as a 

“cognitive representation of actions that are implemented by someone to establish a new 

business”. Padilla-Meléndez, Fernández-Gámez and Molina-Gómez (2014:864) define 
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intentions to start a business as a “self-acknowledged conviction by a person who intends to 

start a new business venture and consciously plans to do so at some point in the future”. Ahmed, 

Chandran and Klobas (2016:6) further define EI as the state of mind which leads people 

towards the creation of new business ventures. Based on these definitions, this study defines 

EI as a conscious state of mind that leads an individual to consider starting a new business.   

 

In entrepreneurship, it is acknowledged that EI does not occur spontaneously but there are 

several factors that contribute towards its formation. Solesvik (2013:255) highlights that, to 

provide an adequately worked out explanation of a specific behaviour, such as the decision to 

start a new business, requires explanation of variables that are closer to the behaviour in 

question. In determining the students’ intentions to start their own businesses, this study has, 

therefore, taken into consideration the antecedents of the TPB and further examined the SE, 

NA and the IR. In this study, these factors are collectively referred to as psychological, 

behavioural and environmental factors, and are discussed in the next section. 

 

4.3 BEHAVIOURAL, PSYCHOLOGICAL AND ENVIRONMENTAL FACTORS  

 

There are various psychological, behavioural and environmental factors in the field of 

entrepreneurship that tend to shape the behaviour of entrepreneurs. Personal characteristics and 

several psychological/cognitive factors have been considered as important factors in the 

development of EIs as well as to the actual entrepreneurial process (Rodrigues, Jorge, Pires & 

António, 2019:2). According to Przepiorka (2017:304), the psychological and personality 

characteristics may be more significant in the case of small businesses since the entrepreneurs 

would most of the time be the main decision makers and implementers of these decisions. New 

businesses are mostly an outcome of the EIs of certain individuals. The behavioural and 

psychological characteristics of these individuals would customarily play a mediating role 

towards creating such intentions. The present study, therefore, seeks to investigate how some 

of these factors would influence the EIs of prospective student entrepreneurs.       

 

In this section of the study, six of these factors are considered, namely: ATB, SN, PBC, SE, 

NA, and RI.  
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4.3.1 Attitude towards behaviour 

 

Engagement of individuals in any kind of behaviour usually depends on their attitude towards 

the attitude object. An attitude usually emanates from previous experiences and perceptions 

formed over time during the individual’s life (Zhang et al., 2019:149), especially for familiar 

attitude objects. An individual can also have an attitude towards an unfamiliar attitude object, 

and this could be mainly based on feelings about the attitude object in question (van Giesen, 

Fischer, van Dijk & van Trijp, 2015:2).  

 

Different scholars have defined attitude in different ways, but their definitions somehow 

converge to almost the same meaning. Early researchers like LaPiere (1934:230) define an 

attitude “as a behaviour pattern, anticipatory set or tendency, predisposition to specific 

adjustment to designated social situations, or, more simply, a conditioned response to social 

stimuli”. According to LaPiere (1934)’s definition, attitude is mostly expressed in terms of 

behaviour as argued by Chaiklin (2011:34), for instance, that verbal behaviour is taken as an 

indicator of an underlying attitude. Ajzen (1993:41) defines attitude as “an individual’s 

disposition to react with a certain degree of favourableness or unfavourableness to an object, 

behaviour, person, institution, or event or any other discriminable aspect of the individual’s 

world”. Kusmintarti et al. (2014:28) define attitude as “someone’s tendency to give a certain 

response to a certain object”. One of the recent studies conducted by Kumar and Das (2019:3) 

define attitude as “a subjective assessment of the consequences of one’s intended behaviour 

that reflects how much one likes or dislikes”. Meaning that a demonstration of any behaviour 

is mostly motivated by the attitude. This is only true if the behaviour is not elicited under 

duress. If an individual has a positive attitude towards an object, that individual is likely to 

demonstrate behaviours that are in favour of the object and vice-versa.  

 

4.3.1.1 The antecedents of attitude towards behaviour 

 

An attitude does not just occur out of the blue. Maio and Haddock (2010:24) posit that attitude 

comes into being due to three main components, namely: attitude content, structure and 

function. However, the antecedents of attitude are the factors constituting the content 

component of attitude, namely: cognitive information, affective information and behavioural 

information (Krönung & Eckhardt, 2011:3). The most accepted model that explains the three 

antecedents of attitude is the multicomponent model (Ajzen, 1993:41; Maio & Haddock, 
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2010:25). According to this model, an attitude is a summary evaluation of an attitude object in 

terms of cognitive, affective, and behavioural (Conative) components. Figure 4.1 depicts how 

an attitude is formed based on these components. 

 

 

 

 

Figure 4.1: Multicomponent model of attitude 

Source: Maio and Haddock (2010:25) 

 

Figure 4.1 is an illustration of the multicomponent model of attitude. According to this model, 

the cognitive component refers to the beliefs, thoughts and attributes people associate with an 

object. For instance, one might favour a certain roof style of a house based on the thoughts or 

beliefs that such styles are safer when struck by heavy winds than other roof styles. This belief 

is likely to cause that individual to develop a positive attitude towards the preferred roof style. 

The affective component refers to affective responses such as feelings that influence attitude 

in numerous ways. If for instance, a person feels threatened every time he sees a snake. This 

feeling is more likely to cause that person to develop a negative attitude towards snakes. Lastly, 

the behavioural component refers to past experiences or behaviours of the attitude object in 

question. For instance, people might have a negative attitude towards taxis when remembering 

how badly they were ill-treated previously when they commuted using a taxi. Therefore, as far 

as entrepreneurship is concerned, an individual will have an enhanced attitude if all these 

factors are positive.     
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4.3.1.2 The functions of attitude towards behaviour  

 

Researchers have tried to understand the role attitudes play in our life, hence the development 

of various models of attitude functions. Du Plessis and van Niekerk (2017:3) argue that 

attitudes function as mechanisms by which people evaluate objects of thought, process 

information, adjust behaviour accordingly, utilise protection and display individual values. 

Their argument seems to match the models of attitude functions outlined in Table 4.1. 

 

Table 4.1: The most prominent models of attitude functions 

 

Smith, Bruner and White 

(1956)  

Three functions of attitude: 

a. Object-appraisal 

b. Social-adjustment, and 

c. Externalisation  

Katz (1960) Four functions of attitude: 

a. Knowledge 

b. Utility 

c. Ego-defence, and 

d. Value-expression  

Herek (1987) Four functions of attitude:  

a. Experiential-schematic 

b. Ego-defensive 

c. Social-expressive, and 

d. Value-expressive  

 

Sources: Adapted from Maio and Haddock (2010:38) and Muzikante and Reņģe (2011:1004)  

 

Table 4.1 presents three models that summarise the functions that attitudes serve in people’s 

lives. The first function of attitudes from the Smith et al. (1956) model, refers to the negative 

and positive attributes of the attitude object. This is similar to the Knowledge and Utility 

functions of the Katz (1960) model since they refer to organising information about the attitude 

object and maximising rewards while minimising the risks of the attitude object, respectively. 

In the experiential-schematic function of the Herek’s (1987) model, the attitudes are part of a 

knowledge structure or schema, which organises past experiences and provides guidelines for 

future interactions with the attitude object. The Herek’s (1987) Ego-defensive function is 

comparable to the Externalisation function of the Smith et al. (1956)’s model and the Ego-

Defence of Katz (1960). These functions serve to protect the individual’s self-esteem. Lastly, 
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the Herek’s (1987) Value-expressive function, combines the Social-Adjustment of Smith et al. 

(1956) and that of the Value-expression of Katz (1960). All these functions focus on an 

individual’s self-concept and central values.  

 

4.3.2 Subjective norm 

 

It happens several times to people, as social beings, to consider what others would say about 

things they intend to do. In general, a normal person would suffer intense discomfort when 

thinking what they intend to do is generally an unacceptable behaviour to society. This 

phenomenon is generally referred to as the “Subjective norm”. There are several definitions 

developed by various researchers to explain what the SN is. Walker, Jeger and Kopecki 

(2013:185) define the SN as “the perceived social acceptance and support for the behaviour”. 

Pretheeba (2014:27) refers to the SN as “the social pressure either to perform or not to perform 

the related behaviour”. Dinc and Budic (2016:27) see the SN as the “extent to which relevant 

persons or individuals support or do not support the performance of a particular behaviour”. 

Ajzen (1991:192) describes the SN as normative beliefs that people have concerning the 

approval or disapproval of others in relation to any behaviour that an individual intends to 

perform. Within the same guidelines, this study defines the SN as the impact that others have 

on the decisions that one must make.  

 

The SN is divided into descriptive norms and injunctive norms (Brauer & Chaurand, 2010:492; 

Jacobson, Mortensen & Cialdini, 2011:433; Jacobson, Jacobson & Hood, 2015:894; Ham et 

al., 2015:740; Park, Kang & Oh, 2018:159). Descriptive norms refer to the frequency of the 

occurrence of certain behaviours. Here people might ask themselves as to “what is normally 

done by other people”. That is, if a certain behaviour is frequently done by most people then 

that behaviour might be taken as an acceptable behaviour. Whereas injunctive norms refer to 

social values or social standards in terms of what behaviours are believed to be acceptable to 

society. For instance, one might ask oneself as to what is right or wrong, or what behaviour 

people should participate in.  

 

4.3.2.1 Factors influencing conformity to subjective norm 

 

In any society, members of the community are expected to behave in the manner that will 

benefit that individual as well as the society as a whole. Social norms serve as control 
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mechanisms that help people to behave within the acceptable parameters of society. There 

could be many factors that act as enforcers so that people conform to the societal norms. This 

study has identified the following few factors from literature.   

 

• Reward or punishment 

 

Thøgersen (2014:180) accentuates that some of the reasons why people abide by social norms 

is that they could be expecting some rewards from society. Rewards could be in different forms, 

for example: approvals and praise from the members of the society, the society looking up to 

you as a role model and people wanting to associate themselves with you. On the other hand, 

they could be forced to conform because of the avoidance of punishment (Wikstrom, 2011:403; 

Thøgersen, 2014:180). For example, people avoiding being associated with you, any other form 

of sanctions that could be imposed on an individual and even physical pain infliction in the 

form of a beating.       

 

• Normality 

 

One other reason Thøgersen (2014:180) mentions, is “normality”. One would do things that 

are perceived as normal by the community. In general, people dislike being perceived as 

“clowns of the town”. Sometimes, people who behave in an abnormal way could be perceived 

as being “crazy” or “mad”, and to be classified as being mad is almost like a punishment 

because that could even attract some form of sanctions. León (2011:78) expresses normality as 

expectations from a large subset of the population that an individual should conform to the 

societal rules since everybody is conforming to them.   

 

• Uncertainty  

 

Crisp and Turner (2014:117) postulate that it is the level of uncertainty in a task that enhances 

the rate at which adherence to the social norms develops. This point of view is supported by 

van Kleef, Gelfand and Jetten (2019:1), as they argue that norms are more likely to impact on 

behaviour under situations of uncertainty. The argument here is that in circumstances where 

there is a high level of uncertainty, other people judgements could be a valuable heuristic that 

could assist in making sound decisions.  
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• Supernatural forces 

 

White, Kelly, Shariff and Norenzayan (2019:1) are of the opinion that enforcement of 

compliance to the norms can also occur through supernatural forces (for example, God). 

Sometimes when people are tempted to engage in self-centred behaviour and suddenly think 

about God, they are likely to refrain from such behaviour. This is more likely to happen to 

believers than to nonbelievers. This could be caused by the knowledge that at some point in 

time one will have to account to God for every behaviour that was performed on earth.  

 

Not all these factors are applicable to individuals’ intentions of starting businesses. According 

to the researcher, factors that may influence conformity to SNs by prospective entrepreneurs 

are rewards/punishment and the uncertainty factors. The future is full of uncertainties that call 

for intense market research and planning. Tapping into what other people think about one’s 

intentions to start a business could provide some sense of support, encouragement and 

determination to the prospective entrepreneur. The other two factors, the “normality” and 

“supernatural forces” might only be applicable during the start-up stage when choosing the 

type of a business venture one wants to invest in, otherwise, they are more applicable to the 

day-to-day running of the business.  

   

4.3.2.2 The importance of subjective norm 

 

Subjective norm (SN) are very important in the sense that they attempt to regulate people’s 

behaviours. They are mainly seen as mechanisms for social control (Bell & Cox, 2015:28). 

They help in discouraging self-centred behaviours and encourage behaviours that are beneficial 

for social collectives (van Kleef et al., 2019:1). Social norms also have an immense influence 

on human judgement. Classic studies in social psychology reveal that people would abide by 

social norms even when they run against their own better judgment (van Kleef et al., 2019:1). 

The very nature of social norms which impact on individual’s perceptions, judgement and 

decision-making, makes them important to consider in this study. Starting a business could be 

a decision that exposes an individual to several kinds of risks, which could require a lot of 

support from family and friends. If individuals are concerned about such support systems, they 

would be more likely to avoid engaging in behaviours that are perceived not supported by them. 

Entrepreneurship is no exception. If prospective entrepreneurs are concerned about the support 

family and friends should provide and perceive it to be lacking in that regard, they would be 
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more likely to avoid engaging in entrepreneurial activities. In that regard, SNs would prove to 

be significant in influencing the EIs of the research unit in question.     

 

4.3.3 Perceived behavioural control  

 

PBC was added to the Theory of Reasoned Action (TRA) so that it could account for non-

volitional behaviours as was previously presumed by the TRA. The central point here is that, 

sometimes people may have high intentions of doing something, only to find that the success 

of the intended behaviour also depends on other factors not in their direct control. For example, 

a prospective student may apply at a certain HEI with all relevant requirements for admission 

being met, but the final admission could also depend on the availability of space for the 

applicant and funds to pay the registration fees. PBC is formed by the combination of locus of 

control (beliefs that an individual has regarding the extent of control over events and outcomes) 

and SE (beliefs an individual has regarding the ability to perform tasks) (Ajzen, 2002:678; Ham 

et al., 2015:740). This claim is supported by Ajzen (2002:667) as he acknowledges that the 

PBC owes its origin to the work of Bandura (1977, 1989, 1997) on SE.  

 

PBC is directly focused on the perceived ability to perform a specific behaviour (Ajzen, 

2002:667). Ajzen (1991:183) thus defines PBC as the people’s perception of the ease or 

difficulty of performing a behaviour of interest. The degree of PBC could, therefore, vary from 

one situation to another and from one action to another. PBC is mostly the reflection of previous 

experiences as well as anticipated impediments and difficulties (Mwiya et al., 2017:597). 

Meaning that, based on previous experiences, a person may make assumptions on current 

behaviour regarding the ease and difficulties of performing it. Given the fact that the decision 

to start up a new business has more consequential outcomes as opposed to other behaviours, 

PBC should, therefore, be regarded as a more important factor than the other two variables of 

the TPB (Gird & Bagraim, 2008:720).   

 

4.3.4 Self-efficacy 

 

SE is a psychological construct which was proposed by Bandura in 1977 as part of his broader 

works on Social Cognitive Theory (Carter, Breen & Beilby, 2019:12). SE could be easily 

confused with PBC, but these two concepts are not the same (Ajzen, 2002:667). SE is seen as 

a general concept that encompasses various tasks an individual could do. According to Wood 
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and Bandura (1989:408), perceived SE refers to “beliefs in one's capabilities to mobilise the 

motivation, cognitive resources, and courses of action needed to meet given situational 

demands”. Yusuf (2011:2623) defines SE as “personal beliefs or an individual's confidence in 

his own ability to perform effectively on specified tasks”. In their study, Carter et al. (2019:12) 

define self-efficacy as a “universal personal factor that reflects an individual’s internal belief 

about their ability to successfully execute an action and receive the desired outcome”. In this 

study, the researcher defines SE as an individual’s perceived capabilities of succeeding in any 

task that the individual undertakes.  

 

It should be noted, though, that after frequent use of the generalised SE by researchers to 

determine people’s EIs, Chen, Greene and Crick (1998:301) proposed the use of a new concept 

called the “ESE”. Several studies have, therefore, adopted the use of the ESE (for example: 

Wilson, Kickul & Marlino, 2007:393; Shinnar, Hsu & Powell, 2014:567; Schjoedt & Craig, 

2017:102; Brändle, Berger, Golla & Kuckertz, 2018:18; Shi, Yao & Wu, 2019:5). The ESE is 

defined as the “strength of an individual’s belief that he or she is capable of successfully 

performing the roles and tasks of an entrepreneur” (Chen et al., 1998:301). ESE is more specific 

than its parent, the generalised SE. It is more focused only on entrepreneurial efficacies. 

However, the focus of this study is mainly on the generalised SE since the PBC antecedent of 

the TPB accounts for factors that are more related to the ESE.     

 

4.3.4.1 Sources of self-efficacy 

 

SE beliefs do not develop and get strengthened overnight. An individual’s judgement of own 

performance is usually based on numerous factors. Bandura (1982) identified four factors by 

which an individual’s SE is developed and strengthened (Boyd & Vozikis, 1994:67; Usher, 

2009:276; Zelenak, 2014:391; Lin, 2016:542; Hendricks, 2016:33-35; Alshahrani & 

Rasmussen Pennington, 2018:1275-1277). These factors are referred to as “sources of SE” and 

they are discussed below:  

 

• Enactive mastery 

 

This source refers to the building up of an individual’s SE through mastery experiences or by 

means of repetitive performance accomplishments. This factor is perceived as the most 

effective way by which someone’s SE is developed. An individual can pose positive judgement 
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towards oneself based on the past experiences of success. This can cause an individual to 

anticipate similar successes even with future performances.  

 

• Vicarious experience 

 

This source is perceived as slightly less effective but does contribute towards building SE to 

an extent. The central point here is that an individual would compare himself with certain role 

models through a social comparison process (Boyd & Vozikis, 1994:67). Through learning by 

observation, a person may realise what relevant skills are required to perform a certain task and 

would perform some stock-taking about the skills they possess. By so doing, people create 

judgement about their own capabilities, thus building courage to partake in similar events in 

the future. According to Hendricks (2016:34), vicarious experience is more effective when the 

subject recognises common abilities between oneself and the model. 

 

• Social persuasions 

 

An individual’s abilities could be acknowledged by either persuasive discussion or providing 

feedback on specific performance. People are more likely to put more effort into tasks if they 

receive positive feedback about their capabilities in performing these tasks. The danger that 

should be avoided when using this method is the enhancement of the SE to unrealistic levels. 

This could be caused by compliments that are without substantiation (Hendricks, 2016:34).  

   

• Physiological and affective states 

 

People’s perceptions of what they are able to do, are also influenced by the awareness of the 

body’s physical and emotional reactions to certain situations (Hendricks, 2016:35). When 

people are working on certain tasks they could experience varying levels of stress and 

relaxation, and these can contribute either positively or negatively towards the development of 

the SE. According to Bandura (1997:75), “positive mood enhances perceived SE, despondent 

mood diminishes it”.   

 

From an entrepreneurship perspective, this study proposes that the four sources of SE would 

enhance the students’ SE if their past experiences of entrepreneurial activities yielded positive 
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results and they were able to face and resolve any challenges encountered. Entrepreneurial 

activities, in this regard, could mean even the smallest activities such as students selling sweets 

or old textbooks to other students. Also, the way students observe other people important to 

them engaging in entrepreneurial activities and succeeding, provides positive affirmation 

towards their capabilities in engaging and succeeding in similar activities by comparing their 

own skills with those of others. The praise and feedback the students receive from their friends 

and family members regarding their skills and capabilities in managing entrepreneurial 

ventures could build strong SE beliefs. Students would further judge themselves according to 

their own state of mind and physical reaction of the body when engaging or just thinking of 

engaging in entrepreneurial activities. Students are aware of the amount of stress or the extent 

to which they are relaxed when involved in entrepreneurial activities. The integration process 

of all four sources of SE builds up the aggregate amount of the students’ SE.   

    

4.3.4.2 The importance of self-efficacy  

 

Creation of a new venture could be a challenging and stressful task. This study, therefore, 

considers SE as one of the important factors that should be considered in determining the EIs 

of students. Latikka, Turja & Oksanen (2019:158) accentuate that “self-efficacy is one of the 

guiding factors of human activity”. It could affect an individual’s behaviour both directly and 

via its effects, such as the individual's thinking patterns and motivation. For instance, the length 

of time a person strives to accomplish a task and the amount of effort exerted in that task could 

be an indication of the level of SE an individual has. According to Bandura (1986:25), “what 

people think, believe, and feel affects how they behave”. Bandura (1989:1176) further 

postulates that people whose sense of efficacy is high would mostly visualise success in tasks 

they perform thus providing positive guides for performance. The same author argues that those 

perceiving themselves as inefficacious are more likely to visualise failure situations that 

undermine performance by dwelling on how things could go wrong. These contribute a lot 

towards the level of psychological and physiological strain of people. Those whose SE is high 

for a challenging task usually demonstrate less psychological and physiological strain as 

opposed to those that have weak sense of SE (Seggelen-Damen & van Dam, 2016:18).   
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4.3.5 The need to achieve  

 

Personality traits in general are not directly related to business success. According to 

Przepiorka (2017:305), this led to the introduction of goal commitment to serve as a moderating 

factor between psychological characteristics and entrepreneurial success. The theory of 

McClelland (1961) tries to bridge the gap between goal commitment and business success by 

identifying the “NA” as the means by which an individual would get committed to the goals 

set. Figure 4.2 provides an illustration of McClelland’s 1961 achievement theory. 

 

 

 

Figure 4.2: McClelland’s achievement motivation theory   

Source: Adapted from Robbins and Judge (2009:192)  

 

Figure 4.2 depicts how the McClelland (1961) achievement theory is composed. According to 

this theory, people have three types of needs, namely: the need for achievement, need for power 

and the need for affiliation. The need for achievement refers to the “need to excel and the need 

for measurable personal accomplishment” (Spinelli & Adams, 2016:29). People with a high 

NA usually set challenging but attainable goals (Bagraim, 2016:108). These people are not 

gamblers as they only go for calculated risks, which is one of the key characteristics of 

entrepreneurs. Bagraim (2016:108) postulates that individuals with a high NA tend to analyse 

Need for 
Achievement

Need for Power

Need for Affiliation
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situations carefully so that they set high but achievable goals for themselves. Such people 

attempt to outperform others or improve on their own previous performance. The NA has 

attracted the most attention from researchers since the individuals with a high NA are often the 

top performers in organisations (Nel, Werner, Haasbroek, Poisat, Sono & Schultz, 2008:29).  

 

The need for power refers to the need that one has, to have control over other people, resources 

and the environment (Warnich, Carrell, Elbert & Hatfield, 2018:254). Whereas the need for 

affiliation refers to the need that people have to establish friendships so that they are part of a 

certain social group (ibid.). People that have a high need for power always want to be influential 

(Royle & Hall, 2012:25). They seek positions that have a considerable amount of power so that 

they can impose such powers on others and like to be obeyed. However, at some point if they 

want to work with others peacefully, they must restrain this need, especially in an informal 

social context. Those that have a high need for affiliation tend to spend a considerable amount 

of time seeking situations where interaction with others is at its highest (Royle & Hall, 

2012:27). 

 

Authors, such as Warnich et al. (2018:255) stress that the NA was the greatest concern for 

McClelland. This study, also, is more interested in the NA, hence, much more is discussed 

about it than the other two.   

 

4.3.5.1 The importance of the ‘Need to Achieve’ characteristic  

 

The NA is very important for the economic success of any specific population (Nel et al., 

2008:339). Especially, in South Africa where entrepreneurship is highly encouraged. 

Entrepreneurial businesses account for a significant amount of employment growth (Spinelli 

& Adams, 2016:8), and these businesses are the result of someone willing to take calculated 

risks so that a certain level of achievement is realised. The need for achievement will motivate 

someone to pursue an entrepreneurial career to reach a higher achievement than other types of 

jobs (Kusmintarti et al., 2014:26; Dzomonda, Fatoki & Oni, 2015:1298). Furthermore, 

establishing an entrepreneurial venture is a way of solving some societal problems. People with 

high need for achievement display a strong need to solve problems (Nel et al., 2008:339).  

 

The insights above depict that people that have a high NA are willing to take on challenging 

but achievable tasks. These people can cope with challenging situations at a higher level than 
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those that do not have this character. Starting a business exposes a person to various kinds of 

risks and uncertainties. Even though it is said that entrepreneurs are individuals that take 

calculated risks, those risks are not calculated with certainties. So many things can still take 

unanticipated undesirable turns. This could call for more efforts on redrawing of plans and re-

implementation of contingencies, which could drain a lot of energy on the entrepreneur’s side. 

The need for achievement characteristic could be a valuable source of energy in this regard.  

 

4.3.6 Instrumental Readiness  

 

There is a thin line of distinction between PBC and SE, and also between PBC and RI. The 

distinction between PBC and SE was explained in the sections where these two variables were 

dealt with. To distinguish between PBC and IR, Ajzen (1993:49) explains that PBC focuses on 

perceived rather than actual behavioural control, whereas IR focusses on the actual availability 

of the resources needed for the start-up of the entrepreneurial venture. PBC is therefore more 

of a predictive factor while IR refers to the actual access to the entrepreneurial supporting 

factors (Susetyo & Lestari, 2014:190). Mat et al. (2015a:288) accentuate that access to capital, 

business information and social networks is considered to have significant influence on the EIs 

of individuals. These three factors are collectively called ‘instrumental readiness’ (Mat et al., 

2015b:1018). This section discusses these three important entrepreneurial factors. 

 

4.3.6.1 Access to capital 

 

Access to capital is one of the fundamental factors that plays an important role during the 

creation and operation of a new business venture (Cassar, 2004:261; van der Merwe & de 

Swardt, 2008:451). Capital refers mainly to the financing of the new business, which could be 

by the savings of the prospective entrepreneur or by other peoples’ money (Bezuidenhout, 

2014:227; Venter, 2015:286). According to Indarti and Kristiansen (2003:83), sources of 

capital could be “personal savings, an extended family network, community savings and credit 

systems, or financial institutions and banks”. The lack of access to capital could be a serious 

impediment to the success of the launching, operation and growth of a business. Most local 

entrepreneurs are of the opinion that getting funding in South Africa is a serious challenge for 

them and the funding conditions are further worsening (Booysen, 2014:18). This includes bank 

lending, angel investing and initial public offerings (ibid.). However, the financial market 

seems to have a variety of funding schemes by both the public and private sector agencies 
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(Rungani & Potgieter, 2018:2). According to Rungani and Potgieter (2018:2), the lack of access 

could be caused by a general lack of awareness of funding programmes, a mismatch between 

the products offered on the supply side and that which is required by the entrepreneurs, and the 

gap between minimum requirements for a business loan and status of the business. According 

to Herrington et al. (2017:49), a survey conducted by the GEM’s national experts reported a 

mean score of 4.3 for access to finance in South Africa, which was better than the average of 

3.6 for the entire African region. The Likert scale they used was a nine-point Likert scale. This 

implies that although South Africa scored higher than the other African countries, its 

performance in the area of access to capital for entrepreneurs is still depressed since it scored 

below average.  

 

4.3.6.2 Access to business information 

 

Information has become an important and valuable commodity (Bistan, Kovanic & 

Kovanicova, 2015:2458). For an individual to say there is an opportunity in the market, must 

have gathered or came across some information about what the individual is talking about. The 

information age we are living in, enables even college students to start their own businesses 

(Baltzan, 2015:7). Companies that could be used as evidence of such are (1) Facebook, started 

by Mark Zuckerberg (2) Dell Computers, started by Michael Dell and (3) Microsoft, founded 

by Bill Gates (ibid.). All these business founders were college students.   

 

Information refers to data endowed with meaning, relevance and purpose (Zikmund, Carr & 

Griffin, 2014:19; Van der Walt & Fox, 2015:166; Baltzan, 2015:8). Information is the 

processed data that enables one to take actions. Entrepreneurs are individuals that take 

calculated risks. It is, therefore, only by well-researched information that people would make 

sound decisions (Child, Ihriq & Merali, 2014:816). The use of information is dependent on the 

availability or the extent to which an individual searches for information. According to Baron 

(2006:104), access to key business information is crucial for the identification of business 

opportunities. Regardless of the importance of information, Okello-Obura, Minishi-Majanja, 

Cloete and Ikoja-Odongo (2008:4) posit that the developing countries’ entrepreneurs suffer 

inadequacies in the provision of key business information, and it is often cumbersome to 

access, limited in scope and is not provided in an integrated manner. This being the case, it 

becomes a serious challenge for the upcoming entrepreneurs to make use of this information 

in an effective way. 
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4.3.6.3 Access to social networks 

 

Social networks refer to an individuals’ abilities to establish and maintain relationships with 

potential instrumental altars (Kim, 2013:121). The social networks that entrepreneurs develop 

have the potential of assisting them to identify business opportunities and in establishing 

innovative business ventures (Martinez & Aldrich, 2011:10). Fernandez-Perez et al. 

(2013:293) alluded that social networks comprise actors that could be people or organisations. 

The relationship between these actors serves as a conduit for the acquisition of important 

business information. Fernandez-Perez et al. (2011:294) further argue that social networks 

have abilities of triggering business interest. Kim (2013:121) postulates that networking 

usually requires that people themselves make a deliberate act on an informal basis to create 

them and may also require a considerable amount of effort and time to maintain (Kim, 

2013:121). In South Africa, there are organised networks as well, aimed at facilitating and 

enhancing the process of making contacts with new people. Prospective entrepreneurs are 

highly encouraged to create such networks. They can also serve as an ideal platform for 

marketing initiatives even before the business is in operation.   

 

4.3.6.4 Significance of instrumental readiness 

 

EIs could be influenced by various background factors (Susetyo & Lestari, 2014:188). The 

background factors, referred to environmental, contextual or situational factors by other 

scholars, is referred to as IR in this study. The IR factors are crucial factors to consider when 

determining the EI of a specific research unit since its impact can vary from one environment 

to another. Its elements that are not significant in one environmental context could be 

significant in another. Other scholars posit that the only time IR has an influence on the EIs of 

prospective entrepreneurs is through PBC and entrepreneurial SE (Susetyo & Lestari, 

2014:188).  

 

4.4 PREVIOUS STUDIES ON BEHAVIOURAL, PSYCHOLOGICAL AND 

ENVIRONMENTAL FACTORS IN SOUTH AFRICA 

 

Extensive evidence exists of studies that investigated the influence of the behavioural, 

psychological and environmental factors on EIs of individuals in the past in South Africa. This 



106 
 

section, therefore, aims at providing an overview of the studies that investigated these variables 

and suggest a few research gaps that are identified by the researcher.  

 

Table 4.2 presents a list of selected studies that examined the influence of behavioural, 

psychological and environmental factors on EIs of people in South Africa from 2008 to 2015.  

 

Table 4.2: Selected studies that examined the influence of behavioural, psychological and 

environmental factors on entrepreneurial intention from 2008 to 2015 

 

Author/s Year of 

publication 

Topic Research 

method used 

Sample  

Gird and 

Bagraim  

2008 Entrepreneurial 

intentions, trait 

constructs and situational 

measures  

Quantitative  University final 

year commerce 

students (n=247)  

Fatoki 2010 Entrepreneurial 

intentions, motivating 

factors and 

entrepreneurial obstacles 

Quantitative University final 

year students 

(n=701) 

Malebana and 

Swanepoel  

2014 Entrepreneurial 

intentions, 

entrepreneurship 

education, 

entrepreneurial self-

efficacy 

Quantitative University 

entrepreneurship 

students and non-

entrepreneurship 

students (n=355) 

Khosa and 

Kalitanyi 

2015 Entrepreneurial 

intentions, attitude 

towards behaviour, 

subjective norm and 

perceived behavioural 

control  

Mixed 

method 

Cape Town 

immigrants 

(n=93) 

Malebana and 

Swanepoel 

2015 Entrepreneurial 

intentions, attitude 

towards behaviour, 

subjective norm and 

perceived behavioural 

control  

Quantitative University final 

year commerce 

students (n=355) 

Nieuwenhuizen 

and Swanepoel 

2015 Entrepreneurial 

intentions, attitude 

towards behaviour, 

subjective norm and 

perceived behavioural 

control 

Quantitative  Master’s students 

of South Africa 

and Poland 

(n=182) 

Tshikovhi and 

Shambare 

2015 Entrepreneurial 

intentions, action-based 

Quantitative  Enactus students  

(n=355) 
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Author/s Year of 

publication 

Topic Research 

method used 

Sample  

entrepreneurship 

training, entrepreneurial 

knowledge and attitude 

towards entrepreneurship  

Source: Author’s own compilation  

 

Table 4.2 presents seven studies from 2008 till 2015 that investigated the influence of 

behavioural, psychological and environmental factors on EIs of individuals in South Africa. 

The first study by Gird and Bagraim (2008) tested the antecedents of the TPB as predictors of 

EI amongst final-year commerce students at two universities in the Western Cape. In addition, 

four other factors were considered that are believed to influence EI, namely: personality traits, 

situational factors, prior exposure to entrepreneurship, and demographics. The results of their 

indicated that the antecedents of TPB significantly explain 27 per cent of the variance in 

students’ EI. Out of the four factors added for better examination of the predictive power of 

the TPB, only ‘prior exposure to entrepreneurship’ proved to be significant. The results of the 

study suggest that TPB is a valuable tool that can be utilised to predict the students’ EI. 

 

The study by Fatoki (2010) examined EI of South African graduates as well as the motivators 

and obstacles to entrepreneurial intention. The results revealed that the EI of students in South 

African seems to be extremely weak. The study further uncovered that employment, autonomy, 

creativity, economic and capital factors serve as motivators to EI of the students. The obstacles 

to EI of South African graduates are lack of capital, skill and support. The level of risk and 

crime were also identified as potential obstacles.  

 

In addressing a question whether students with different levels of exposure to entrepreneurship 

education would perceive their own entrepreneurial self-efficacy (ESE) differently from those 

without such exposure, and whether there is a relationship between perceived ESE and EI. 

Malebane and Swanwpoel (2014) conducted a study by means of a survey amongst final-year 

commerce students from two South African universities based in rural provinces. One based in 

the Eastern Cape and another in Limpopo. The results showed that students who have been 

exposed to EE were statistically significantly different from those who had not in terms of the 

manner in which they perceived their own ESE. Their study also reported that ESE is 

statistically significant in predicting the students’ EI. 
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Given the limited research on immigrant entrepreneurship in South Africa, Khosa and Kalitanyi 

(2015) conducted a study focussing on the migration reasons, traits and entrepreneurial 

motivation of African immigrant entrepreneurs in Cape Town, South Africa. The results 

unveiled that immigrant entrepreneurs migrate from their countries into South Africa based on 

a variety of reasons. Political instability in their respective countries of origin and economic 

reasons were the main cause for migration. Immigrants get involved in entrepreneurial ventures 

mainly to survive in the host country and to confront discrimination in the job market. Their 

study thus concludes by reporting that immigrant entrepreneurs in Cape Town are pushed, 

rather than pulled, towards entrepreneurship. 

 

The study conducted by Malebana and Swanepoel (2015), investigated the EI of final year 

commerce students from two universities situated in rural provinces of South Africa, namely 

Limpopo and the Eastern Cape. The study was based on the TPB. The objectives of the study 

were to test whether the TPB can assist in explaining the EI of rural university students in a 

South African context. The results revealed that TPB is a valuable tool that can be used to 

understand EI of the studnets, and that majority of students intend to start their own businesses 

in the future. It was revealed that ATB explained the most variance in EI of the students, 

followed by PBC. SN did not have a significant effect on the EI. The results suggest that the 

TPB could be a valuable tool for measuring EI of the students at the universities located in 

rural provinces of South Africa. 

 

The Nieuwenhuizen and Swanepoel (2015) study investigated the differences in the levels of 

EI its antecedents of the master’s business students who never got exposure to EE from two 

culturally different countries, namely: South Africa and Poland. The results of their study 

revealed that students from South African had higher EI than those from Poland. According to 

the results, ATB and PBC proved to be significant with the South African students scoring 

more than the Poland ones. As far as the social capital is concerned, the Poland seemed to be 

knowing more entrepreneurs compared to the South African ones. Regarding ESE, the results 

showed a positive significant relationship to EI with the South African students having more 

confidence in managing employees, new product development and marketing. Students from 

both countries depicted a negative view as far as entrepreneurial support is concerned.  

    

The study conducted by Tshikovhi and Shambare (2015) aimed at exermining how action-

based entrepreneurship programmes influence entrepreneurial knowledge and ATB, which in 
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turn develop individuals’ EI. A cohort of students who had undergone social entrepreneurship 

training under the auspices of Enactus South Africa was studied to determine the relationship 

between these three key variables associated with entrepreneurship tendencies. The results of 

the study showed that both entrepreneurial knowledge and ATB have significant impact on EI. 

ATB demonstrated greater amount of influence EI. Additionally, high levels of 

entrepreneurship knowledge could only impact on favorable ATB.  

 

Table 4.3 presents a list of selected studies that examined the influence of behavioural, 

psychological and environmental factors on EIs of people in South Africa from 2016 to 2017. 

 

Table 4.3: Selected studies that examined the influence of behavioural, psychological and 

environmental factors on entrepreneurial intention from 2016 to 2017 

Author/s Year of 

publication 

Topic Research 

method used 

Sample  

Bignotti and le 

Roux 

2016 Entrepreneurial 

intentions, 

entrepreneurship 

education, 

entrepreneurial 

characteristics  

Quantitative  Secondary 

students (n=827) 

Botha and 

Bignotti 

2016 Entrepreneurial 

intentions, 

entrepreneurship 

education, 

entrepreneurial self-

efficacy and internships  

Qualitative  Higher education 

institutions 

(n=23) and 

curriculum 

development 

experts (n=10) 

Malebana  2016 Entrepreneurial 

intentions, 

entrepreneurship 

education, attitude, 

subjective norm, 

perceived behavioural 

control and 

entrepreneurial 

competencies 

Quantitative  University 

entrepreneurship 

and non-

entrepreneurship 

students (n=355) 

Michelle and 

Tendai 

2016 Entrepreneurial 

intentions, 

entrepreneurship 

education, 

entrepreneurial 

characteristics 

Quantitative  University 

entrepreneurship 

students (n=150) 

Ebewo, 

Shambare and 

Rugimbana 

2017 Entrepreneurial 

intentions, attitude 

towards 

Quantitative  University arts 

and design 

students (n=150) 
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Author/s Year of 

publication 

Topic Research 

method used 

Sample  

entrepreneurship, 

subjective norm and 

perceived behavioural 

control  

Matsheke and 

Dhurup 

2017 Entrepreneurial 

intentions, 

entrepreneurship 

curriculum content, 

attitude and general self-

efficacy 

Quantitative  University 

students (n=263) 

Urban and 

Chantson  

2017 Entrepreneurial 

intentions, 

entrepreneurship 

education, attitude 

towards 

entrepreneurship, 

subjective norm, 

perceived behavioural 

control, institutional and 

organisational factors 

Quantitative  Academic and 

research scientists 

(n=750) and 

CSIR scientists 

(n=750) 

Source: Author’s own compilation 

 

Table 4.3 presents studies that examine the influence of th behavioural, psychological and 

environmental factors on EI from 2016 to 2017. The study undertaken by Bignotti and le Roux 

(2016) whose main objective was to investigate the individual and combined effect of EE and 

entrepreneurial characteristics on EI of the youth. The study was conducted on secondary 

students enrolled in Junior Achievement South Africa (JASA)’s Mini Enterprise Programme 

and a control group of secondary students. The results of this study revealed that EE and 

entrepreneurial characteristics per se do not influence the EI of the students positively. 

Nevertheless, once interaction effects were introduced, EE moderated the influence of NA and 

family support on EI of the students positively. 

 

In the study conducted by Botha and Bignotti (2016) to examine whether internships enhance 

the EI and ESE of students. Also, to determine the extent to which South African HEIs include 

internships in their EE and management curricula as well as the obstacles to such inclusion. 

Firstly, the study reviewed empirical evidence whether there is positive relationship between 

internships and EI and ESE. Secondly, it conducted a survey of entrepreneurship and business 

management programmes at 23 South African HEIs and further analysed the content form the 

retrieved information to confirm whether these programmes include internships. Lastly, 10 
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experts were interviewed to reveal any constraints inhibiting the inclusion of internships in HE 

curricula. The results proved that there is a positive influence of internships on both EI and 

ESE. The study reported a significant lack of inclusion of internships in HE curricula in South 

Africa mainly because of administrative issues, curriculum re-design challenges, and lack of 

mentoring capacity. 

 

In the quest of determining whether rural university students in South Africa who have had 

different levels of exposure to EE differ in EI, ATB, PBC, SN and entrepreneurial 

competencies, Malebane (2016) conducted a study at a comprehensive university in the Eastern 

Cape and UOT in Limpopo. The results showed that the students with three years of exposure 

to EE were statistically significantly different from those with six months of exposure to EE 

and those with no exposure to EE in EI, ATB, PBC and SN. Furthermore, the students with 

three years of exposure to EE were statistically significantly different from those with no 

exposure to EE in entrepreneurial competencies regarding the ability to recognise and evaluate 

opportunities in the market. The study thus suggested that long-term exposure to EE is crucial 

in evoking EI.   

 

Michelle and Tendai conducted a study in 2017 aiming to determining whether EE stimulates 

the students’ interest in becoming entrepreneurs. The study further investigated how EE impact 

on the development of various entrepreneurial characteristics. The results of the study showed 

that although there is no direct relationship between EE and EI, there are significant 

associations between EE and ATB and the development of entrepreneurial skills. Meaning, 

exposing students to entrepreneurship programmes enhances their entrepreneurial skills thus 

advocating the incorporation of EE in the HE curriculum in order to promote entrepreneuship.  

 

In the study by Ebewo, Shambare and Rugimbana (2017) aimed at determing the reason behind 

the reluctancy of the Arts graduates of a UOT to consider entrepreneurship as a viable career 

option, the TPB was explored. The results indicated that SN was an insignificant predictor of 

EI compared to ATB and PBC as they both were statistically and significantly positive in 

predicting the students’ EI. Therefore, their study suggests that, to positively influence Arts 

students’ EI, it is necessary to change their ATB whilst increasing their entrepreneurial 

abilities.  

 



112 
 

Matsheke and Dhurup (2017) in the quest to examine the relationship between the 

entrepreneurial content of the curriculum (ENTCC), ATB, SE and students’ EI, conducted a 

study amongst UOT’s final year students from the Faculty of Management Sciences in South 

Africa. The results showed that the ENTCC, students’ ATB and SE exhibit significant 

predictive relationships with the students’ intentions to venture into new business creation 

 

Recognising the importance of academic entrepreneurship, which has been steadily increasing, 

Urban and Chantson (2017) empirically tested and extended the TPB by incorporating 

institutional and organizational factors. The study was undertaken among a sample of research 

scientists in South Africa. The results of the study revealed ATB to be having dominance over 

PBC and SN. Their study thus demonstrates that awareness of, and exposure to, different 

aspects of entrepreneurship are likely to play an important role in shaping beliefs and attitudes 

towards academic entrepreneurship. Their study further, affirms the consistency of the TPB in 

explaining EI in the South African academic entrepreneurship context.  

 

Table 4.4 presents a list of selected studies that examined the influence of behavioural, 

psychological and environmental factors on EIs of people in South Africa from 2018 to 2019. 

 

Table 4.4: Selected studies that examined the influence of behavioural, psychological and 

environmental factors on entrepreneurial intention from 2018 to 2019 

Author/s Year of 

publication 

Topic Research 

method used 

Sample  

Chantson and 

Urban 

2018 Entrepreneurial 

intentions, 

entrepreneurship 

education, attitudes 

towards behaviour, 

social norms, and 

perceived 

behavioural control 

Quantitative  University research 

scientists and Council 

for Scientific and 

Industrial Research 

(CSIR) (n=281) 

Kanonuhwa, 

Rungani and 

Chimucheka 

2018 Entrepreneurial 

intention and 

emotional 

intelligence 

Quantitative  University students 

(n=385) 

 

Marire and 

Dhurup 

2018 Entrepreneurial 

intention, 

entrepreneurship 

education, attitudes 

towards behaviour, 

social norms, and 

Quantitative  University students 

from South Africa 

(n=200) and 

Zimbabwe (n=200) 
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Author/s Year of 

publication 

Topic Research 

method used 

Sample  

perceived 

behavioural control 

Ndofirepi, 

Rambe and 

Dzansi 

2018 Entrepreneurial 

intention, 

entrepreneurship 

education, 

technological 

creativity and self-

efficacy  

Quantitative  University 

entrepreneurship 

students (n=200) 

Botha and 

Taljaard 

2019 Entrepreneurial 

intention and 

entrepreneurial 

competencies 

Quantitative  Nascent and existing 

entrepreneurs in South 

Africa (n=342) 

Kalitanyi and 

Bbenkele 

2019 Entrepreneurial 

intention and self-

efficacy  

Quantitative  University students 

from four HEIs 

(n=270)  

Maziriri, 

Maramura and 

Nzewi 

2019 Entrepreneurial 

intention, 

opportunity 

recognition, role 

models and 

entrepreneurial 

passion 

Quantitative  University 

entrepreneurship 

students (n=261)  

Mothibi and 

Malebana 

2019 Entrepreneurial 

intention, attitudes 

towards behaviour, 

social norms, and 

perceived 

behavioural 

control, effect of 

media,   

Quantitative  Secondary learners 

from eleven secondary 

high schools (n=349) 

Source: Author’s own compilation 

 

Table 4.4 provides an overview of studies that investigated the influence of the behavioural, 

psychological and environmental factors from 2018 to 2019 in South Africa. The first study in 

Table 4.4 is that of Chantson and Urban (2018) which aimed at investigating the 

commercialisation of university intellectual property, the EI of research scientists and 

engineers at universities and science councils in South Africa. This kind of study in an 

academic context was advocated by the potential of entrepreneurship to ignite new research 

knowledge. The results showed that the EI antecedents, namely: ATB, SN and PBC, need to 

be treated systematically. The results further unveiled that ATB is the most predictor of EI with 

SN and PBC, though significant but had small effect on EI.  
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The purpose of the study by Kanonuhwa, Rungani and Chimucheka (2018) was to examine 

whether emotional intelligence is a crucial antecedent of EI to encourage entrepreneurial 

behaviour. The results of their study indicated that there is a direct association between 

emotional intelligence and EI. The strongest association was found between regulation of 

emotion and EI, whilst the association between use of emotion and EI was found to be the least. 

 

The study by Marire and Dhurup (2018) which focussed on comparing the antecedents of EI 

of students from two universities with one located in South Africa and the other in Zimbabwe. 

The theory underpinning the study was the TPB. The ATB, SN, PBC including EE were, 

therefore, used to predict the EI of the students. ATB, SN and EE were found to be positively 

influencing EI. PBC showed to be insignificant in predicting the EI of students. The study 

recommends that EE should be made a core and integral component of curriculum at HEI so 

that universities as social institutions can create an impetus with a holistic approach including 

all role players with adequate resources to support students in entrepreneurial ventures. 

 

The observation that African countries are pervaded by subdued imagination that breeds 

survivalist entrepreneurship, which is bereft of innovation, Ndofirepi, Rambe and Dzansi 

(2018) conducted a study that aimed at exploring how technological creativity is linked to SE 

and EI. The study was carried out among students who had undergone a compulsory 

entrepreneurship course at a South African UOT. The results revealed that SE fully mediated 

the influence of technological creativity on EI.  

 

The study by Botha and Taljaard (2019) examined whether EI and various individual 

entrepreneurial competencies influence one another. The human agency and social cognitive 

theories suggest that these constructs have bidirectional relationships. Furthermore, the 

direction and strength of these relationships were established. The results provide evidence of 

a bidirectional relationship between EI and various entrepreneurial competencies, and the 

outcome thereof might lead to an increased business start-up. The strongest positive 

relationships were detected between EI and SE, opportunity recognition, conveying a 

compelling vision, value creation through innovation and perseverance. The study found a 

moderate positive significant bidirectional relationship between EI and SE. 
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The study conducted by Kalitanyi and Bbenkele (2019) explored the factors of SE and the role 

that SE plays in increasing the EI among university students in Cape Town. The results 

revealed that there exists a positive relationship between the SE and the EI of the students that 

were enrolled for entrepreneurship at the university. Meaning that SE does increase the EI of 

the students.   

 

The study by Maziriri, Maramura and Nzewi (2019) aimed at investigating the impact of 

opportunity recognition, entrepreneurial role models and entrepreneurial passion on EI among 

Generation Y students in Johannesburg, South Africa's biggest city. The results of their study 

revealed that, in the context of students within the Generation Y Cohort, opportunity 

recognition, entrepreneurial role models and entrepreneurial passion positively and 

significantly influence the EI of the students.  

 

The purpose of the study conducted by Mothibi and Malebana (2019) was to examine the 

determinants of EI among secondary school learners in Mamelodi, South Africa. The study 

was specifically, aimed at testing whether the TPB can predict the EI of the secondary school 

learners in Mamelodi. The study, also, intended at determining the effect of the media and 

status of entrepreneurship and knowledge of entrepreneurial support on EI of these learners. 

The results showed that the EI of secondary school learners were predicted by ATB, SN and 

PBC. It was also revealed that media and status of entrepreneurship had a significant positive 

relationship with EI, ATB, SN and PBC.  

 

Table 4.2, Table 4.3 and Table 4.4 provide the evidence of studies conducted from 2008 to 

2015, 2016 to 2017 and 2018 to 2019, respectively to investigate the influence the behavioural, 

psychological and environmental factors have on the EIs of individuals in South Africa. Most 

of the studies were focused on determining the EI of students by means of the TPB. However, 

depending on the researcher’s preference or focus of study, additional variables were 

incorporated for better prediction/s of the EI. For example, some studies incorporated 

entrepreneurial characteristics, entrepreneurial competencies, motivators and obstacles into the 

TPB. However, others used them as main moderating factors without referring to the TPB.  

 

Most studies reported similar results when it came to most of the variables except for the SN. 

In some studies, the SN would prove to be significant whilst in some would be insignificant. 

The question that remained unanswered is what causes the variations in the SN results. This 
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warrants future research to be undertaken in that regard. Secondly, there is limited evidence of 

studies that investigated the IR as an exogenous variable that could impact on the EIs of 

students by means of the TPB or any other variables of relevance. Elements of the IR that could 

be of interest are capital and business information. Therefore, the availability of facilities that 

could be utilised for the start-up could enhance or trigger the interest of starting a business and 

no evidence was found in previous empirical investigations.     

 

4.5 PREVIOUS STUDIES ON ENTREPRENEURIAL INTENTIONS IN SOUTH 

AFRICA 

 

The preceding section provides an overview of studies that were conducted to determine the 

EI of individuals by means of the TPB and other behavioural, psychological and environmental 

factors in South Africa. However, the current study acknowledges that there is evidence of 

other studies that investigated the creation of the EI of individuals in South Africa that did not 

use the behavioural, psychological and environmental factors. Hence, Table 4.5 provides an 

overview of such studies.   

 

Table 4.5: Selected previous studies on entrepreneurial intentions in South Africa   

 

Author/s Year of 

publication 

Topic Research 

method 

used 

Sample  

Muofhe and du 

Toit 

2011 Entrepreneurial 

intentions and 

entrepreneurship 

education   

Quantitative  University 

entrepreneurship 

students and non-

entrepreneurship 

students (n=269) 

Viviers, 

Solomon and 

Venter 

2013 Entrepreneurial 

intentions and 

entrepreneurship 

education 

Quantitative University 

students from 

South Africa and 

twenty-five other 

countries 

(n=93265) 

Preisendoerfer, 

Bitz and 

Bezuidenhout 

2014 Entrepreneurial 

intentions  

Qualitative Township adult 

residents in 

South Africa 

(n=350) 

Odora 2015 Entrepreneurial 

intentions, 

entrepreneurship 

Qualitative   Design and 

Engineering 

students (n=5) 
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Author/s Year of 

publication 

Topic Research 

method 

used 

Sample  

education and product 

design  

Chinyamurindi 2016  Entrepreneurial 

intentions and 

entrepreneurial 

motivators  

Qualitative   Television stories 

of successful 

Black 

entrepreneurs 

(n=13) 

Iwu, Ezeuduji, 

Eresia-Eke and 

Tengeh 

2016 Entrepreneurial 

intentions, 

entrepreneurship 

education and 

demographic variables  

Quantitative  University 

entrepreneurship 

students (n=150) 

Mbuya and 

Schachtebeck 

2016 Entrepreneurial 

intentions and 

entrepreneurship 

education 

Quantitative  University 

entrepreneurship 

and non-

entrepreneurship 

students (n=603) 

Ezeuduji and 

Ntshangase 

2017 Entrepreneurial 

intentions and 

entrepreneurial impact  

Quantitative  Youth from 

community in 

Mtubatuba 

(n=220) 

 

Source: Author’s own compilation  

 

Table 4.5 provides selected studies that explored the EI of individuals in South Africa. The 

purpose of the study by Muofhe and du Toit (2011) was firstly to explore the differences in EI 

between entrepreneurship students and non-entrepreneurship students, and secondly, to 

examine the relationship between EE and EI also between role models and EIs. The EIs of 

entrepreneurship students were compared with those of non-entrepreneurship students. The 

results of the study suggested that entrepreneurship students have stronger EI as compared to 

non-entrepreneurship students. The results also affirm that there is a positive relationship 

between EE and EI and between role models and EI respectively. 

 

The study by conducted by Viviers, Solomon and Venter (2013) which aimed at reporting on 

pertinent findings from a study which set out to determine South African students’ career 

choice intentions and entrepreneurship behaviours as well as their knowledge and utilisation 

of, demand for and satisfaction with entrepreneurship offerings of local universities relative to 

international universities. The results revealed that few South Africa university students 

anticipate to enter into an entrepreneurship career immediately after completion of their studies. 
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The results also revealed that about a third of students were interested in doing so five years 

after graduation. A number of the students showed satisfaction with the entrepreneurship 

offerings at South African HEIs. 

 

The study by Preisendoerfer, Bitz and Bezuidenhout (2014) main objective was to determine 

the self-employment rate as well as the EIs of one township’s citizens in South Africa. The 

rationale behind the undertaking of the study was the general assumption that black population 

in South Africa especially those that live in the townships have low participation rate in 

entrepreneurial activities. Contrary to the assumption, the results of the study unveiled that the 

entrepreneurial activities including all kinds of informal business ventures were fairly high. 

The results, also, revealed that several individuals in the same township showed interest to start 

their own businesses in the near future.      

 

The study carried out by Odora (2015) which aimed at investigating the effects of product 

design projects on Design and Engineering students’ innovation and entrepreneurial skills. The 

design project, among other things, was meant to focus the attitude of the students towards 

entrepreneurship. Pre-survey and post-survey tests were administered to students during the 

introduction of product design project and after the completion of the design project. The 

analysis of the study indicated that students did not only improve their ability to design market-

driven products but also learnt crucial entrepreneurial skills such as appreciating product design 

as a business niche area, conducting market research and identifying customer’s needs and 

wants. The findings of the study indicated that product design projects do contribute to the 

development of positive attitudes and the EI of the students.  

 

The study by Chinyamurindi (2016) with the main objective of investigating fatocrs that 

motivate an individual into becoming an entrepreneur. The results of the study revealed that 

the motivation of an individual in becoming an entrepreneur was framed by individuals through 

a broad theme of opportunity. Three main sub-themes emerge under this main theme of 

opportunity, namely: entrepreneurship as an opportunity out of struggle, entrepreneurship as 

an opportunity for individual self-development and entrepreneurship as an opportunity for 

service. 

 

The study by Iwu, Ezeuduji, Eresia-Eke and Tengeh (2016) sought to examine the existence of 

EI among the students at a UOT in South Africa. The study considered the influence of EE and 
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practical entrepreneurial schemes as crucial parameters if developing countries are to achieve 

a goal of a productive youth population which would yield to a significant shift from the current 

unemployment position. The results of the study showed no statistically significant 

relationships between the EI of the students and selected sociodemographic variables such as 

age, gender, culture. 

 

The study conducted by Mbuya and Schachtebeck (2016) aimed at evaluating and compare the 

EI among urban students enrolled for an entrepreneurship qualification as opposed to students 

that were registered for a non-entrepreneurship related qualification. The results of the study 

uncovered that students perceived entrepreneurship as a valuable career path, regardless of 

field of study. Both sample groups hold similar strong positive views and beliefs regarding 

their intentions to pursue a career in entrepreneurship. Entrepreneurship students, however, 

displayed marginally higher intentions towards becoming entrepreneurs.  

 

The study carried out by Ezeuduji and Ntshangase (2017) explored tourism EI of the youth in 

Mtubatuba Local Municipality, KwaZulu-Natal Province of South Africa. The study further 

investigated the relationship between entrepreneurship statements on one hand, and EI and 

entrepreneurial impact on the other. The results of the study indicated that the youth in 

Mtubatuba Local Municipality do have intentions to start their own businesses. The study also 

revealed that the youth have willingness to solve problems, are willing to pursue their dreams, 

have internal locus of control, have positive outlook, have the ability to identify opportunities, 

and above all have strong sense of empathy.  

 

Table 4.5 shows studies that were conducted from 2011 till 2017, which investigated the 

formation of the EIs of people, mainly students in South Africa by utilising EE as an 

independent variable. Some studies adopted a quantitative approach whilst others used the 

qualitative approach. Most studies deployed a cross-sectional research design and there is 

limited evidence of longitudinal studies that were conducted. The only comparative studies are 

those that compared the EI of the entrepreneurship students and non-entrepreneurship students. 

Also, there is scant evidence of studies that compared South Africa with other countries. It is 

further interesting to note, that studies that compared one type of HEI with another are rare to 

find. Hence, the present study focuses on comparing attitudes and behaviours of students from 

two types of higher education institutions, namely: a university of technology and a TVET. 

Some studies could also be conducted among TVET, university of technology and traditional 
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university students. This might provide further insights on which students are more inclined to 

start businesses.   

 

4.6 FORMULATION OF HYPOTHESES 

 

As highlighted in Chapter One, researchers have shifted their focus from examining 

characteristics of existing entrepreneurs to examining factors that lead to decisions to start 

entrepreneurial ventures. Hypotheses were, therefore, proposed for testing in this study. This 

section presents the formulation of these hypotheses from literature.  

 

4.6.1 Entrepreneurship education and entrepreneurial intentions 

 

Literature confirms the existence of a relationship between EE and EI. A study conducted by 

Soutaris et al. (2007:585), in examining the relationship between EE and the EIs of science and 

engineering students of two major universities in Europe, found that EE has a significant impact 

on the inspiration of students in becoming entrepreneurs. The results of the study by Hattab 

(2014:10) conducted on undergraduate students from three faculties of a private Egyptian 

university revealed that EE positively predicts the EI of the students. A comparative study was 

conducted by Mbuya and Schachtebeck (2016:233) on students that were enrolled for EE and 

those that were not at a university in the Gauteng province in South Africa. The results of their 

study showed that EE improves the EI of the students. Another study by Boubker, Arroud and 

Ouajdouni (2021:10) conducted among students at the Laayoune higher School of Technology 

focusing on professional bachelor students of human resources management (PB-HRM) and 

those of the university diploma of technology in management techniques (DUT-TM), reported 

a positive relationship between EE and the EI of students. A study conducted by Zhang et al. 

(2019:146-166), whose research units contained 294 engineering students who enrolled for EE 

and 300 similar engineering students who did not enrol for EE. The students were selected 

from universities in Hong Kong. Their study reported a positive relationship between EE and 

EI. However, a study undertaken by Støren (2014:809), investigating the influence of EE on 

Norwegian post-graduate students’ EIs, reported a huge difference from previous European 

studies regarding the level of intentions of starting own businesses. The Norwegian 

postgraduates showed a very low interest in starting their own businesses even after they 

attended an EE program. In light of these results, the following hypothesis was formulated: 
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H1:  There is a significant positive relationship between EE and EIs.  

 

4.6.2 Entrepreneurship education and attitude towards behaviour 

 

A pre-post-test study was conducted by Karlsson and Moberg (2013:1-11) in Arizona, USA, 

from 2009 to 2011 with the aim of determining the influence of EE on students’ attitude 

towards starting businesses. The study reported that EE has a significant impact on the attitude 

of students in starting businesses. Their study comprised a control group of students drawn 

from a Marketing Master program at a university in Southern Denmark and the sample 

comprised first year students enrolled for EE. Ndofirepi and Rambe (2018:7) conducted a study 

at a Zimbabwean polytechnic institution focusing on determining the impact that EE has on the 

students’ attitude towards starting their own businesses. The results of their study indicate a 

connection between EE and the students’ attitude. Also, the study by Zhang et al. (2019:146-

166) in Hong Kong, reported a positive connection between EE and attitude towards EI. Hence. 

the following hypothesis is proposed:  

 

H2:  There is a significant positive relationship between EE and ATB. 

 

4.6.3 Entrepreneurship education and subjective norm 

 

A study conducted by Souitaris et al. (2007:566-591) on the EI of science and engineering 

students in two universities, one in the UK and another in France, indicated an increase in the 

SN of the students after they have gone through an entrepreneurship course. Another study by 

Gerba (2012:270) carried out amongst university students who had been exposed to EE and the 

engineering students who had no exposure to EE in Ethiopia, reported an enhanced SN than 

the engineering students. Also, according to the results of a study conducted by Sondari 

(2014:44-53) in Indonesia on the influence of EE on the antecedents of the TPB, SN of students 

is likely to increase after they have attended a course in entrepreneurship. The focus of 

Sondari’s (2014) study was on the graduate unemployment phenomenon in Indonesia. This 

leads to the following hypothesis: 

 

H3:  There is a significant positive relationship between EE and the SN.  
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4.6.4 Entrepreneurship education and perceived behavioural control 

 

Several studies in the past have reported a strong link between EE and the PBC of students 

towards entrepreneurship. For example, a study by Sondari (2014:44-53) in Indonesia shows 

that students who perceive EE positively are more likely to have higher PBC and that will result 

in an enhanced EI. Ahmed et al. (2017:4-19) conducted a quasi-experimental study focusing 

on two sample groups, namely, students that enrolled for a four-year EE program and MBA 

students who only enrolled for an entrepreneurship module in their final year (fourth year) in 

Pakistan. The study indicated that the PBC of the EE program students was impacted upon 

extensively whilst the MBA’s PBC was minimally influenced by the entrepreneurship module 

they attended. Another study conducted by Fellnhofer (2017:260-283), with a sample of 

individuals from Austria, Finland and Greece, reported that EE has proven to be significant 

towards the enhancement of the PBC of students towards entrepreneurship. From these few 

studies the following hypothesis was formulated: 

 

H4:  There is a significant positive relationship between EE and PBC.  

 

4.6.5 Entrepreneurship education and self-efficacy 

 

The results of Moufhe and du Toit’s (2011:12) study conducted amongst entrepreneurship and 

non-entrepreneurship students at a HEI in Johannesburg (South Africa) found that EE 

positively enhances the SE of students. Also, the study conducted by Karlsson and Moberg 

(2013:1-11) in Arizona, mentioned in Section 4.6.2, found a positive link between EE and the 

SE of the students towards starting businesses. These results are supported by the study 

conducted by Shinnar et al.  (2014:567) in the USA, which focused on investigating the impact 

of gender on the SE of students after they had undergone an EE programme. The EE 

programme was only based on the United States syllabi. The results of their study reported an 

increase in the students’ SE for both male and female students. Also, the study carried out by 

Gerba (2012:258-277) in Ethiopia investigated the impact of EE on the EIs of the university 

students who had been exposed to EE and those that had not, specifically, the engineering 

students. The results of the study showed an enhanced SE of the business management students 

who attended an EE course versus the engineering students who did not. A study by Okolie, 

Igwe, Ayoola, Nwosu, Kanu and Mong (2021:13) with the participating students drawn from 

purposefully selected public universities within six geo-political zones of Nigeria, reported that 
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NA predicts the EI of students. From this literature review the following hypothesis was 

formulated: 

 

H5: There is a significant positive relationship between EE and SE.  

 

4.6.6 Entrepreneurship education and the need to achieve 

 

The NA is one of the entrepreneurial characteristics that an individual aspiring to be an 

entrepreneur should have. So far, there is limited research done on investigating the influence 

of EE on the NA of students. However, Gürol and Atsan (2006:35) argue that educational 

programs in Turkish higher education should focus on developing the entrepreneurial 

characteristics such as the need for achievement, locus of control, risk taking propensity, 

tolerance for ambiguity, innovativeness and self-confidence. These assumptions were 

supported in a study conducted by Bignotti and le Roux (2016:7), whose sample consisted of 

827 secondary students enrolled in Junior Achievement South Africa (JASA)’s Mini Enterprise 

Programme and a control group of secondary students. According to the logistic regression 

analysis of their study, the JASA Mini Enterprise programme (entrepreneurial programme) 

could only act as a moderating factor on the NA and support if the students had these 

characteristics. Also, the study by Ndofirepi (2020:13) on vocational education students in 

Zimbabwe, showed a connection between EE and NA. Based on the literature study mentioned 

above, the following hypothesis was formulated:    

 

H6: There is a significant positive relationship between EE and the NA.  

 

4.6.7 Entrepreneurship education and instrumental readiness 

 

Researchers have referred to IR in many ways. Others would use terms such as: situational 

factors, contextual factors, background factors or environmental factors. These factors have 

been perceived by many scholars to have some effect on the EIs of prospective entrepreneurs. 

In this regard, the question to be answered is whether the EE offered in higher education 

institutions in South Africa does enhance the availability of valuable business information, 

capital and social networks to the entrepreneurship students. However, there have been limited 

research studies conducted in this area of concern. Nonetheless, Hahn, Minola, Van Gils and 

Huybrechts (2017:952) argue that EE could only achieve that goal through experiential 
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learning which could help students acquire tacit knowledge that could only be acquired from 

experience. To answer this question, this study thus hypothesises that:  

 

H7:  There is a significant positive relationship between EE and IR.  

 

4.6.8 Attitude towards behaviour and entrepreneurial intentions 

 

From a sociological perspective, the aim of studying attitudes is mainly concerned with 

measuring them as an enabling factor to predict chances of the occurrence of a behaviour. This 

study aims at determining the influence that the attitude of students has on their intentions to 

start entrepreneurial businesses. Soomro and Shah (2014:316) in their study, conducted at a 

university in a developing country reported a positive and significant influence of attitude on 

the EIs of students. Another study conducted by Ambad and Damit (2016:112), on the 

determinants of EIs among the undergraduate students in Malaysia, reported similar findings. 

There are several studies that also affirm a positive relationship between attitude and EI (for 

example, Rudhumbu, Svotwa, Munyanyiwa & Mutsau, 2016:89; Mahendra, Djatmika & 

Hermawan, 2017:65; Saraih, Aris, Mutalib, Ahmad & Amlus, 2018:4; Kumar & Das 

2019:383). In summary, this means that favourable attitudes of students may lead to a stronger 

intention of starting a business. Hence, this study hypothesises that: 

 

H8: There is a significant positive relationship between ATB and the EI.  

 

4.6.9 Subjective norm and entrepreneurial intentions 

 

Despite the controversies that exist regarding the influence that the SN has on EIs, several 

studies have reported a significant relationship between the SN and EIs. For instance, the study 

by Pruett, Shinnar, Toney, Llopis and Fox (2009:571-594), which was carried out at three 

universities in the United States, China and Spain. The aim of the study was to explain the EIs 

of university students across certain specific cultures. The results of their study showed a 

significant relationship between the SN and EI. Also, the study conducted by Engle, Dimitriadi, 

Gavidia, Schlaegel, Delanoe, Alvarado, He, Buame and Wolff (2010:35-57), aimed at 

determining the influence of the TPB antecedents on the EIs of university students in different 

countries, found that the SN was shown to have a significant relationship with the EI in six 

countries, namely: China, Finland, Ghana, Russia, Sweden and the USA. The results of the 



125 
 

study by Soomro and Shah (2014:316) mentioned in Section 4.6.8 also affirmed the influence 

of the SN on the EI of the students. The study conducted by Kim-Soon et al. (2016:1-14) in 

Malaysia, which aimed at determining the level of students’ entrepreneurial motivation and 

entrepreneurship intention at a public University, found that the SN was significant for both 

students’ immediate and future EIs. In the study conducted by Aloulou (2016:1142-1164), 

which was aimed at predicting the EIs of the final year Saudi university business students, it 

was found that the SN’s significance on EI was stronger that the ATB’s and PBC’s. Based on 

these reports, the following hypothesis was developed: 

 

H9:  There is a significant positive relationship between the SN and the EI.  

 

4.6.10 Perceived behavioural control and entrepreneurial intentions 

 

Several studies have supported the notion that PBC has a significant impact on the EI of 

prospective entrepreneurs. For instance, the study by Heuer and Kolvereid (2014:517), 

amongst Belgian students, who had undergone four types of EE, and the Norwegian students 

who had undergone two types of EE, reported a strong link between PBC and EI despite the 

varying forms of EE offered to them. In the study conducted by Kim-Soon et al. (2016:10), 

cited in Section 4.6.9, it was revealed that PBC does have a positive significant relationship 

with the EI of students. Also, the study by Ahmed et al. (2017:4-19) in Pakistan amongst the 

EE four-year program and the MBA students, also indicated that the PBC of the EE program 

students has an influence on the EI of the prospective entrepreneurs. Another study conducted 

by Usman (2019:15) in understanding the EI among international students in Turkey, reported 

a positive relationship between PBC and the EI of students. Furthermore, a study undertaken 

by Dao et al. (2021:9) aimed at investigating the impact of academic majors on the EI of 

Vietnamese students, found that PBC influenced the EI of both business and engineering 

students. Based on these insights, the following hypothesis was formulated: 

 

H10: There is a significant positive relationship between PBC and the EI. 

  

4.6.11 Self-efficacy and entrepreneurial intentions 

 

There is evidence from several studies that indicates a positive relationship between ESE and 

the EI of individuals. However, the current study focused on the general SE of the students, 
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and in this specific area very limited research is available. According to Margahana (2019:3), 

the SE of an individual impacts on EI through cognitive processes, motivation and emotional 

states. An individual that has a high SE usually shows greater intellectual ability, strategic 

flexibility, and effectiveness in managing the environment (Margahana, 2019:3). The study 

conducted by Pihie and Bagheri (2013:395-396) in Malaysia, reported similar results by 

indicating that the SE of students serves as a very strong factor in influencing the EI of students. 

Also, the study conducted by Liu (2019:7) in the United States of America, showed the 

significant and positive effect that the SE of students had on their EI. Being that said, the 

following hypothesis was formulated:    

    

H11: There is a significant positive relationship between SE and EI.  

 

4.6.12 The need to achieve and entrepreneurial intentions 

 

Several studies have indicated that the NA is one of the most important entrepreneurial 

characteristics that entrepreneurs need to possess. The need for achievement is seen as a 

predominant ingredient when it comes to creating and growing a business (Khan, Breitenecker 

& Schwarz, 2014:79). The primary results of the study conducted by Ryan, Tipu and Zeffane 

(2011:160) in the United Arab Emirates, was the significant relationship that exists between 

the NA of people and their entrepreneurial potential. Furthermore, in the study by Mat et al. 

(2015a:291) whose respondents were taken from two programs, namely, UniKL and MFI, the 

most significant personality trait to the students’ EI was the need for achievement. The results 

of the study conducted by Ndofirepi (2020:13), indicated in Section 4.6.6, also reported a 

relationship between the NA and EI of students. In contrast, the study by Altinay, Madanoglu, 

Daniele and Lashley (2012:495), conducted to investigate the EI of students pursuing a tourism 

and hospitality management degree at a major British university in the United Kingdom, found 

no relationship between the NA and EI of the students. All these assertions, motivated the 

formulation of the following hypothesis:     

 

H12: There is a significant positive relationship between the NA and EI. 
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4.6.13 Instrumental readiness and entrepreneurial intention 

 

Literature confirms the existence of a relationship between IR and EI. Unavailability of the 

important contextual factors could be potential barriers to entrepreneurship (Urban & 

Chantson, 2017:959). For instance, the study by Amos, Oluseye and Bosede (2015:10) 

established that contextual factors do have an influence on the EI of the university students. 

The first study that reduced the contextual factors (i.e., IR) into three important factors, namely: 

capital, information and social networks, conducted by Indarti and Kristiansen (2003:89) in 

Norway, reported a significant influence of IR on the EI of the Norwegian students. Also, a 

study conducted by Mat et al. (2015a:290) in Malaysia, indicated that the EI of the engineering 

university students was encouraged by the perceived level of IR. Based on these insights, the 

following hypothesis is formulated:  

 

H13: There is a significant positive relationship between IR and EI. 

 

4.7 SUMMARY OF THE CHAPTER  

 

This chapter was aimed at performing a literature review on the EI of students by the 

conceptualisation of six variables perceived as moderating factors between EE and EI. The first 

variable of the TPB, the ATB, was better conceptualised by means of the Multicomponent 

model that explains an attitude as a summary evaluation of an attitude object in terms of 

cognitive, affective and behavioural components. The literature review revealed that the SN is 

divided into descriptive norms, which refer to the frequency of the occurrence of a certain 

behaviour and injunctive norms which refer to social values or standards in terms of what 

behaviours are believed to be acceptable to the society. Lastly, PBC was observed as being the 

product of an individual’s locus of control and SE. It is, therefore, seen as peoples’ perception 

of the ease or difficulty of performing a behaviour of interest. Given the fact that starting a 

business has more consequential outcomes compared to many other behaviours, PBC is seen 

as the most important factor as compared to the other variables of the TPB.  

 

Literature also revealed that PBC could be easily confused with SE but the two are not the 

same. SE encompasses a variety of behaviours whereas PBC concerns a specific behaviour to 

be carried out. The SE of a person is seen as the product of four elements, namely: enactive 

mastery, vicarious experience, social persuasions and physiological and affective states. The 
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fifth variable that was discussed was the NA. The NA was acknowledged as the means by 

which the gap between the commitment to goals and the success of the business is bridged. For 

successful entrepreneurs, the NA was identified as one of the main characteristics that they 

possess. Furthermore, the IR variable was conceptualised. Out of many background factors that 

could impact either positively or negatively on the EI of students, three were identified from 

literature, namely: access to capital, access to business information and access to social 

networks. The literature review revealed that access to these factors could enhance the EI of 

prospective entrepreneurs. Literature also revealed that several studies have been conducted in 

the past in South Africa with an attempt to examine the formation of EIs of prospective 

entrepreneurs. Some studies utilised the behavioural, psychological and environmental factors 

whereas others did not. Lastly, the hypotheses of the study were formulated as per the 

conceptual model proposed in Chapter One. The next chapter discusses the research 

methodology. 
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CHAPTER 5 

 

RESEARCH METHODOLOGY 

 

5.1 CHAPTER OVERVIEW 

 

This chapter aims at providing a detailed overview of the methodologies employed in the 

current study to achieve its objectives. The initial part of the chapter, firstly, discusses the 

research reasoning as well as the research paradigms to illuminate the reasoning strategies the 

researcher followed in conducting the current study. Secondly, the research approaches were 

outlined and the one deemed suitable for the current study is also explained together with 

reasons for its adoption. Furthermore, the research design and strategy followed is explained. 

Also, a brief overview of the literature review conducted is provided. The chapter further 

explains the empirical study design followed in the current study, namely, the sampling design 

and data collection instrument. Furthermore, important issues such as the pilot study conducted, 

the reliability and the validity of the measuring instrument are discussed. The chapter also 

explains how the data analysis was conducted and the statistical techniques used to do the 

analysis. Lastly, this chapter explains how important ethical issues were observed when 

conducting the research.       

 

5.2 RESEARCH REASONING 

 

There are various tools and techniques at the disposal of a researcher to utilise in conducting a 

study of choice. However, an important tool that plays a major role in any study is the human 

mind. The human mind helps individuals to draw conclusions on matters of concern based on 

their reasoning strategies. During the past few millennia, several general strategies have been 

developed by human beings by which more effective reasoning about worldly phenomena is 

achieved (Leedy & Ormrod, 2015:35). Among which, deductive and inductive reasoning were 

identified (Delport & de Vos, 2011:48-50; Bryman et al., 2014:9-12; Leedy & Ormrod, 

2015:35-38). Deductive reasoning refers to the reasoning that moves from the general to the 

specific (Saunders, Lewis & Thornhill, 2009:61; Delport & de Vos, 2011:48). Whereas 

inductive reasoning refers to the reasoning that moves from the particular to the general 

(Saunders et al., 2009:61; Delport & de Vos, 2011:49).  For instance, with deductive reasoning, 

a researcher would make use of a generally accepted theory then proceed logically in testing 
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the theory in order to draw conclusions based on it. Whilst with inductive reasoning, a 

researcher would observe some occurrences from a sample group and eventually draw 

conclusions about the entire population from which the sample was drawn (that is, theorising 

based on the observations). The third reasoning rarely mentioned in literature is abduction. 

Abduction is a theory-building process a researcher follows about the phenomenon under 

investigation, by starting with the facts known about the phenomenon then brainstorming ideas 

about plausible and ideally best explanations for the phenomenon (Leedy & Ormrod, 2015:39; 

Saunders, Lewis & Thornhill, 2016:148). For example, a researcher may investigate the EI of 

students by utilising the variables of the TPB (known facts) then do some brainstorming on 

plausible and best explanations of the EI. Thereafter, developing a new theory that explains the 

EI of the students better than the former.  

 

The current study has followed the deductive reasoning strategy since it moves from the general 

(the TPB and other behavioural, psychological and environmental factors) to the specific (the 

EI of students). The methodology of the current study is presented in a highly structured 

manner in order to facilitate replication of results, which is an important characteristic of 

deductive reasoning. Deductive reasoning works well in a study that collected its data 

quantitatively and aims at measuring its facts in a quantitative way (Saunders et al., 2016:146). 

The current study has utilised a structured measuring instrument and analysed the collected 

data quantitatively.   

 

5.3 RESEARCH PARADIGMS 

 

People usually establish paradigms in their mind, which in turn create lenses through which 

they see the world (Shah & Al-Bargi, 2013:254). The term ‘paradigm’ was initially introduced 

by Kuhn during the 20th century (Shah & Al-Bargi, 2013:253). Kuhn defined the paradigm as 

“an integrated cluster of substantive concepts, variables and problems attached with 

corresponding methodological approaches and tools” (ibid.). Jonker and Pennink (2010:26) see 

a paradigm as a coherent whole of assumptions, premises and self-evident facts that are shared 

by certain groups of professionals with respect to a specific domain of reality, which could be 

either a certain object or subject of research or a way in which research can be undertaken. 

Bryman et al. (2014:19) clarify a paradigm as a cluster of beliefs that dictate for scientists in a 

particular discipline regarding what should be studied, how research should be conducted and 

how the results should be interpreted. Paradigms can be seen as frames of reference that are 
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utilised by people belonging to the same group in communicating and understanding one 

another. The current study highlights four types of paradigms usually mentioned in literature, 

namely: positivism, post-positivism, pragmatism and phenomenology.  

 

Positivism: This research paradigm, was founded by Comte (1856) and was originally referred 

to as ‘positive philosophy’ (Mittwede, 2012:25). It expresses observation and reason as the 

way by which behaviour is understood (Shah & Al-Bargi, 2013:254). According to Aliyu, 

Bello and Martin (2014:81), positivism is a research approach that is entrenched on the 

ontological principle and doctrine “that truth and reality is free and independent of the viewer 

and observer”. The same further explain, that a researcher adopting a positivist approach, has 

an idea that the world conforms to permanent principles of causation and outcomes. The most 

compatible methodologies with this paradigm are confirmatory analysis, nomothetic 

experiments, quantitative analysis, laboratory experiments and deductive reasoning (Scotland, 

2012:10; Aliyu et al., 2014:82; Kankam, 2019:87).    

 

Post-positivism: This paradigm emerged from positivism (Kankam, 2019:87). Post-positivism 

can be seen as a paradigm that moves positivism from its narrow perspective to a much broader 

way of examining the real-world phenomena (Henderson, 2011:342). Post-positivism does not 

necessarily consider positivism irrelevant, instead it acknowledges that there could be other 

means by which the real-world problems could be examined (ibid.). Kankam (2019:87) argues 

that post-positivism in a way fits the definition of pragmatism. However, there are critics that 

assert that it tends to constrain the qualitative method by focusing more on structured 

approaches (Clark & Ivankova, 2016:198). Like positivism, post-positivism seeks to examine 

the causal relationship of variables, thus advocating the use of experimentation and correlation 

analysis (Scotland, 2012:10). However, hypotheses are not proved or rejected since knowledge, 

according to post-positivism, is tentative (ibid.).      

 

Pragmatism: This paradigm was founded in the late 19th century in the United States of 

America (Kaushik & Walsh, 2019:2). According to Kaushik and Walsh (2019:2), pragmatism 

is a research paradigm that is based on the proposition that researchers should utilise the 

methodological approach that fits best the study in question. The premise around the 

pragmatism paradigm is, that it is not possible to come to the truth about the world by deploying 

only one scientific method (Kivunja & Kuyini, 2017:35). It is, therefore, argued that multiple 

scientific methods should be utilised to best investigate a phenomenon. Pragmatism could be 
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associated with the mixed-research method (Kaushik & Walsh, 2019:2). According to this 

paradigm, a quantitative or qualitative study when used individually is not sufficient to provide 

the best meaning of the phenomenon under investigation. Thus, the use of multiple methods is 

advocated.      

 

Phenomenology: This research paradigm was originated by the German philosopher, Edmund 

Husserl (1859-1938), as a new way of doing research (Wertz, 2005:167; Ellis, 2016:128; 

Abakpa, Agbo-Egwu & Abah, 2017:393). According to Husserl, cited by Koopman (2015:4), 

phenomenology is a form of “inquiry that holistically describes the research participants’ lived 

experience of meaning-making and informs us about their perception about the focal object or 

phenomenon.” Wertz (2005:175) observes phenomenology as a “low-hovering, in-dwelling, 

meditative philosophy that glories in the concreteness of person–world relations and accords 

lived experience, with all its indeterminacy and ambiguity, primacy over the known”. Ellis 

(2016:128) sees phenomenology as a research approach that is aimed at studying people in 

terms of their understanding, beliefs and interpretation of the world. Phenomenology attempts 

to acquire first-hand information by performing an inquiry from the “first person” point of 

view. This helps the researcher to get the deepest meanings of the happenings in people lives. 

Nonetheless, there are various qualitative studies that focus on subjective meanings. The 

difference between these studies and the phenomenological approach is the eidetic reduction 

(reduction of a phenomenon into its necessary essences) (Finlay, 2009:8). Since this paradigm 

is more into understanding people’s experiences, it could be undertaken when the study is 

qualitative in nature.           

 

The current study, after taking a closer look at the four paradigms briefly discussed above, 

adopted the positivism paradigm to provide guidance for the philosophical assumptions about 

research as well as in the selection of participants, collection of data, measuring instrument and 

statistical analysis. It focuses strictly on the scientific empirical method in analysing the data. 

Thus, no human influences by way of subjective interpretation are permitted. The current study 

has also formulated hypotheses that are aimed at being tested. Thus, determining the causal 

relationships amongst the identified variables of the study. Furthermore, positivism is more 

suitable for the quantitative research approach (Martin, 2007:63; Masadeh, 2012:130; Saunders 

et al., 2016:136) of which the current study has followed.  
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5.4 RESEARCH APPROACH  

 

There are mainly two domains of research frequently observed in literature, namely, the 

quantitative and qualitative research approaches (Adams, Khan & Raeside, 2014:6). The 

quantitative research approach is a type of research which is “based on the measurement of 

quantity or amount” (Rohilla, 2010:40). The quantitative approach is usually utilised in testing 

theories (Cooper & Schindler, 2014:146). On the other hand, qualitative research aims at 

discovering the underlying causes of human behaviour (Khanzode, 2009:5; Rohilla, 2010:41). 

Cooper and Schindler (2014:144) describe the qualitative research approach as an approach 

that includes an “array of interpretive techniques which seek to describe, decode, translate, and 

otherwise come to terms with the meaning, not the frequency of certain more or less naturally 

occurring phenomena in the social world”. Table 5.1 provides the summarised differences 

between the quantitative and qualitative research approaches in terms of the principal 

orientation to the role of theory in relation to research, epistemology and ontology.  

 

Table 5.1: Fundamental differences between quantitative and qualitative research 

approaches 

 

Areas Quantitative  Qualitative  

Principal orientation to the 

role of theory in relation to 

research 

Deductive, empirical testing 

of theory 

Inductive, generation of 

theory from data 

Epistemological orientation Natural science model, in 

particular positivism 

Interpretivist  

Ontological orientation  Objectivism  Constructionist  

 

Source: Bryman et al. (2014:31) 

 

Table 5.1 shows the main differences between the quantitative and qualitative approaches with 

respect to the principal orientation to the role of theory in relation to research, epistemological 

orientation and ontological orientation. In terms of the role of theory in research, the 

quantitative approach deploys the deductive reasoning method with the main aim of testing the 

theory empirically, whereas with the qualitative approach, inductive reasoning is deployed thus 
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enabling the generation of theories. Regarding the epistemological orientation, the quantitative 

approach uses more natural science models whereas the qualitative approach is more 

interpretive in nature. Lastly, in terms of the ontological orientation, the quantitative approach 

is based on objectivism whilst the quantitative approach is based on the constructionist 

approach.  

 

The quantitative and qualitative research approaches can also be utilised collaboratively. 

Leppink (2017:98) posits that there is an increasing number of researchers who prefer to use 

the mixed-research method since they believe that it is better than using a quantitative or 

qualitative approach separately.  The mixed-research method combines both the quantitative 

and qualitative methods (Jonsen & Jehn, 2009:125; Bryman et al., 2014:31; Ivankova, Creswell 

& Clark, 2016:312). The deployment of the mixed-research method is under the premise that 

the two approaches complement each other, thus resulting in the counterbalancing of the 

weaknesses inherent in one approach by the strength of the other (Jack & Raturi, 2006:345; 

Jonsen & Jehn, 2009:125; Ivankova et al., 2016:313). According to the mixed-method 

approach, a researcher can collect the data, for instance, using both the structured questionnaire 

and conducting one-on-one interviews on the other hand. The data that are collected by a 

structured questionnaire would then be analysed quantitatively (for example, using SPSS) and 

that which was collected by means of interviews could then be analysed using the qualitative 

techniques of analysis. Eventually, after both sets of data are analysed, their results are then 

compared with each other and interpreted.  

 

The current study adopted the quantitative research approach. The rationale behind the 

adoption of this research approach by the researcher is based on the fact that the study has 

followed a deductive reasoning approach which is compatible with the testing of theories. The 

current study has also followed a positivism philosophy which is suitable for the quantitative 

approach (Kankam, 2019:87). The quantitative approach is also suitable for examining the 

relationships between different variables (Yilmaz, 2013:312-313; Bryman et al., 2014:23; 

Eyisi, 2016:94), which is the main focus of the current study. It tries to establish whether there 

is a causal effect on the EI of students and EE, as well as between the EI of students and the 

psychological, behavioural and environmental factors.  
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5.5 RESEARCH DESIGN AND STRATEGY 

 

A researcher must devise a plan regarding the way the study will be conducted. This plan is 

normally referred to as a research design. Zikmund et al. (2010:66) define the research design 

as a master plan that specifies the methods and procedures for the collection and analysing of 

the information needed. Loseke (2017:5) defines a research design as a plan of how the research 

project will be conducted. The research designs used mostly in a quantitative approach are 

experimental and non-experimental research designs (Maree & Pietersen, 2016:166). The 

experimental research designs are used mostly to determine if a specific treatment has an effect 

on the dependent subjects (ibid.). This could be achieved by the manipulation of some 

participants and then comparing them with the participants that never received the treatment, 

referred to as the control group. With the non-experimental research designs no manipulation 

takes place.  

 

Surveys are the most widely used non-experimental research designs (de Vos et al., 2011:156; 

Maree & Pietersen, 2016:171).  Surveys are defined as the collection of information from a 

sample of individuals by means of their responses to questions asked (Check & Schutt, 

2012:160; Ponto, 2015:168; Loseke, 2017:11). Surveys are divided into cross-sectional surveys 

and longitudinal surveys (Creswell, 2014:431). Cross-sectional surveys are useful if a 

researcher wants to assess information at only one point in time (Zikmund et al., 2010:197; de 

Vos et al., 2011:156; Creswell, 2014:431), whilst longitudinal surveys could be referred to as 

a “series of cross-sectional surveys conducted at two or more points in time” (Sreejesh, 

Mohapatra & Anusree, 2014:61). In line with this, the present study made use of the cross-

sectional survey in collecting data because the data for the study were collected from the 

respondents only at a single point in time. Adopting a cross-sectional survey design enabled 

the current study to examine variations between factors and to examine associations between 

variables. Furthermore, using a longitudinal design would pose challenges for the researcher 

since data were collected also from final year students who were not necessarily going to be 

available the following year. Longitudinal studies are costlier than cross-sectional designs since 

the same processes need to be repeated during the course of the research project. Based on this, 

a cross-sectional survey design was suitable for the current study because of the limited budget 

and time to conduct the study.  
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5.6 LITERATURE REVIEW  

 

Reviewing the literature helps a researcher to become better informed about the topic of 

interest. It provides guidance regarding how others have researched the same topic (Bryman et 

al., 2014:42). Rowe (2014:243) argues that a good literature review should be able to identify 

critical knowledge gaps. The same author further points out, that there could be various ways 

of identifying research gaps. For instance, by pointing out what was not done rigorously or in 

a relevant manner. Winchester and Salji (2016:308) posit that a literature review is crucial for 

developing a research idea, consolidation of what is already known about a subject, and in 

enabling one to identify any knowledge gaps and how the study could contribute to further 

understanding of a phenomenon. Levy and Ellis (2006:182) define a literature review as 

“sequential steps to collect, know, comprehend, apply, analyse, synthesise, and evaluate quality 

literature in order to provide a firm foundation to a topic and research method”. According to 

Winchester and Salji (2016:308), a literature review is a “critical appraisal of the current 

collective knowledge on a subject”. Snyder (2019:333) describes a literature review as a “more 

or less systematic way of collecting and synthesising previous research”. In light of these, the 

current study describes a literature review as a systematic and critical appraisal of the current 

knowledge on a specific subject. Hence, it was deemed necessary to conduct a detailed 

literature review on the topic and concepts on which the current study is based.   

 

In the current study, a comprehensive literature review was conducted and is reported on in 

Chapters Two, Three and Four. Chapter Two focused on the South African higher education 

environment. Discussed in this chapter are the statutory bodies of the higher education system 

in South Africa, higher education policies before 1994, higher education policies post-1994, 

higher education and entrepreneurship in South Africa, achievements of higher education in 

South Africa and challenges facing higher education in South Africa. Chapter Three reviewed 

literature on the research theories (TPB and TRA) and EE. Chapter Four focused on theoretical 

insights into the research constructs. The major subjects that were discussed in this chapter 

include EIs, behavioural, psychological and environmental factors, previous studies on 

behavioural, psychological and environmental factors in South Africa, previous studies on EI 

in South Africa and the formulation of hypotheses.    

 

The literature relevant to the current study was sourced from peer-reviewed books, relevant 

Acts and other government documents, the global entrepreneurship monitor (GEM) reports, 
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statistics South Africa documents, peer-reviewed journals and research databases such as 

Emerald, Science Direct, Sage and JStor.  

 

5.7 EMPIRICAL STUDY DESIGN  

 

The empirical study design of the current study comprises the sampling design, data collection 

method, pilot study, reliability, validity and the data analysis and statistical techniques.  

 

5.7.1 Sampling design 

 

The sampling design of the current study comprises the population, target population, sample 

frame, sample size, sampling approach and sampling techniques. 

 

5.7.1.1 Population 

 

A population could be any complete group (for example: stores, people, or college students) 

that shares some common set of characteristics (Zikmund et al., 2010:387). In line with this, 

the population of the present study are all the students that are enrolled for and those that have 

already completed a module or subject in EE at a higher education institution in South Africa. 

The focus of the current study is to conduct a comparative study amongst students enrolled at 

the universities of technology and TVET colleges.   

 

5.7.1.2 Target population 

 

The population relevant to the study seemed impossible to reach, hence, a target population, 

was identified by the researcher. Saunders et al. (2016:275) describe the target population as a 

subset of the entire population. According to Cooper and Schindler (2014:84), the target 

population are those research units (for example, people, events or records) that possess the 

desired information and can respond to the questions asked in the measuring instrument. Hence, 

the target population of the present study are students that are currently enrolled or had been 

enrolled for EE at a UOT and TVET college in the Southern Gauteng region of South Africa. 

A UOT and a TVET College were selected because the two offer qualifications that are 

different throughout, thereby providing a basis for comparisons. UOTs offer technical 

qualifications while TVET Colleges offer vocational qualifications in specific skill areas. 
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According to the classlists of the selected institutions, the target population of students at the 

selected UOT is 856 (N = 856) and the target population of students at the selected TVET 

college is 840 (N = 840). Table 5.2 gives an indication of how the target population and sample 

from the selected UOT is composed and Table 5.3 gives an indication of how the target 

population and sample from the selected TVET college is composed.   

 

Table 5.2: Head count of students enrolled for a module in entrepreneurship from all 

faculties of the selected university of technology 

 

Faculty  Number enrolled Number selected 

Applied and computer sciences 433 115 

Engineering and technology 0 0 

Human sciences 90 1 

Management sciences 333 246 

Total  856  362 

  

Table 5.3: Head count of students enrolled for a module in entrepreneurship from all 

fields of study at the selected technical and vocational education and training college 

 

Field of study Number enrolled Number selected 

National Certificate Vocational 178 148 

Nated students (N-courses) 847 242 

Total  1025 390 

 

Source: Author’s own compilation 

 

5.7.1.3 Sampling frame 

 

A sample frame possesses important information about the target population. It is usually in 

the form of a list of the research units or addresses of all the members of the target population 

from which the sample is to be drawn (Denscombe, 2010:25; Adams et al., 2014:73). The 

present study intended to use the class lists of students obtained from the Integrated Tertiary 

Software (ITS) system of all the faculties of the selected UOT and from the class lists of 
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students at the selected TVET college. However, due to difficulties in getting access to the 

UOT class lists, the sample frame could not be drawn. The researcher thus resorted to the non-

probability purposive sampling method since it does not need a sampling frame to be drawn.  

 

5.7.1.4 Sample size 

 

The current study is aimed at comparing the EI of students among two institutions of higher 

education in South Africa, thus advocating the selection of two sample groups. Two methods 

were used to determine the sample size of these two sample groups. Firstly, a literature review 

was conducted to determine the acceptable number of samples in accordance with literature, 

and secondly a benchmark was also established to see what sample sizes were used by previous 

studies to investigate the EIs of students. Welman, Kruger and Mitchell (2009:71) argue, that 

if the random sampling method is used in selecting the desired sample, the sample size of 200 

for a population of 500 is sufficient, and there is no need to exceed a sample size of 500 no 

matter the size of the population. Denscombe (2010:42) posits that, for a population of 500 

units, a sample size of 217 is sufficient and for a population of 1000 units, a sample size of 278 

is sufficient. According to Leedy and Ormrod (2015:184), if the population is about 500 units, 

then 50 percent should be sampled and for a larger population of about 5000 a sample of 400 

is sufficient. Table 5.2 provides a list of selected most recent studies used for benchmarking to 

determine the sample size of the current study. 

 

Table 5.4: List of ten South African studies on entrepreneurial intentions of students and 

their sample sizes 

 

Author/s Year of 

publication 

Topic Research 

method 

used 

Sample  

Malebana  2016 Entrepreneurial 

intentions, 

entrepreneurship 

education, attitude, 

subjective norm, 

perceived behavioural 

control and 

entrepreneurial 

competencies 

Quantitative  University 

entrepreneurship 

and non-

entrepreneurship 

students (n=355) 
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Author/s Year of 

publication 

Topic Research 

method 

used 

Sample  

Michelle and 

Tendai 

2016 Entrepreneurial 

intentions, 

entrepreneurship 

education, 

entrepreneurial 

characteristics 

Quantitative  University 

entrepreneurship 

students (n=150) 

Ebewo, 

Shambare and 

Rugimbana 

2017 Entrepreneurial 

intentions, attitude 

towards 

entrepreneurship, 

subjective norm and 

perceived behavioural 

control  

Quantitative  University arts 

and design 

students (n=150) 

Matsheke and 

Dhurup 

2017 Entrepreneurial 

intentions, 

entrepreneurship 

curriculum content, 

attitude and general 

self-efficacy 

Quantitative  University 

students (n=263) 

Kanonuhwa, 

Rungani and 

Chimucheka 

2018 Entrepreneurial 

intention and emotional 

intelligence 

Quantitative  University 

students (n=385) 

 

Marire and 

Dhurup 

2018 Entrepreneurial 

intention, 

entrepreneurship 

education, attitudes 

towards behaviour, 

social norms, and 

perceived behavioural 

control 

Quantitative  University 

students from 

South Africa 

(n=200) and 

Zimbabwe 

(n=200) 

Ndofirepi, 

Rambe and 

Dzansi 

2018 Entrepreneurial 

intention, 

entrepreneurship 

education, 

technological creativity 

and self-efficacy  

Quantitative  University 

entrepreneurship 

students (n=200) 

Botha and 

Taljaard 

2019 Entrepreneurial 

intention and 

entrepreneurial 

competencies 

Quantitative  Nascent and 

existing 

entrepreneurs in 

South Africa 

(n=342) 

Kalitanyi and 

Bbenkele 

2019 Entrepreneurial 

intention and self-

efficacy  

Quantitative  University 

students from 

four HEIs 

(n=270)  
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Author/s Year of 

publication 

Topic Research 

method 

used 

Sample  

Maziriri, 

Maramura and 

Nzewi 

2019 Entrepreneurial 

intention, opportunity 

recognition, role 

models and 

entrepreneurial passion 

Quantitative  University 

entrepreneurship 

students (n=261)  

 

Source: Author’s own compilation  

 

Table 5.2 provides an overview of the most recent studies conducted in South Africa on the 

EIs of students. All of these studies utilised a quantitative research approach and the smallest 

sample size used is 150 students whilst the largest is 385 students with an average of a 258 

sample size. Based on these guidelines, the present study pegged its sample size at n=400 per 

sample group. Meaning, the study aimed at collecting data from a total of 800 students.   

 

5.7.1.5 Sampling approach 

 

There are two major categories of sampling, namely, the probability and non-probability 

sampling methods (Elfil & Negida, 2017:1). The probability sampling method is mainly based 

on the principle of randomness (Maree & Pietersen, 2016:192). It provides a fair chance of 

being selected in the sample for all research units in the target population (Elfil & Negida, 

2017:1), thus making the sample more representative (Bryman et al., 2014:40). The probability 

sampling method is further classified into simple random sampling, systematic sampling, 

stratified sampling and multistage cluster sampling (Creswell, 2014:161-163; Elfil & Negida, 

2017:2). The non-probability sampling method on the other hand, is more susceptible to human 

judgement thus causing some members of the target population to be more likely to be selected 

than others (Bryman et al., 2014:171). The non-probability sampling techniques include quota 

sampling, purposive sampling, snowball sampling and convenience sampling (Denscombe, 

2010:34-37). Probability sampling techniques are mostly used in quantitative research 

approaches whereas the non-probability sampling techniques are more prone to qualitative 

approaches.  

 

The current study employed the non-probability sampling approach. The reason for this choice 

was the inability to draw a sampling frame due to the inaccessibility of the class lists of the 
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UOT students. From the non-probability sampling techniques, the purposive sampling method 

was deemed suitable for the current study. According to de Vos et al. (2011:232), the purposive 

sampling technique samples the elements that are representative and possess the most 

characteristics or typical attributes of the population that serve the purpose of the study best. 

In order to be included in the study, the students had to be enrolled for EE as one of the modules 

in their qualification programmes. Furthermore, the students had to form part of the pool from 

which the candidates to participate in entrepreneurial competitions are selected. They also were 

expected to have a basic understanding of how a business operates. However, this type of 

sampling technique is susceptible to sampling biases. Šimundić (2013:12) argues that 

researchers should try to minimise any biases (deviations) associated with the study in question 

and further confess any persistent presence of such biases as limitations of the study. Sampling 

bias can be described as the possibility that some respondents are less or more likely to be part 

of the study than others (Šimundić, 2013:13). This usually results in incorrect conclusions. To 

minimise sampling bias in the current study, the data were collected from diverse qualification 

programmes. The data were collected from different classes of all the students that were 

enrolled for EE. Furthermore, the data were collected from two different types of institutions 

of higher education in South Africa.   

 

5.7.2 Data collection instrument  

 

Surveys are ideal for collecting primary data from the respondents. They help in describing, 

explaining the status of a phenomenon, tracing changes and to make comparisons (Maree & 

Pietersen, 2016:174). There are different ways in which surveys can be conducted. A researcher 

can use any of the following types of surveys, namely: group administered questionnaires, mail 

and self-administered questionnaires, telephone interviews, face-to-face interviews or web 

surveys (Lawrence Neuman, 2014:345-347; Maree & Pietersen, 2016:174-177). All these 

methods have their own advantages and disadvantages. According to Maree and Pietersen 

(2016:174), a researcher should aim at optimal control over the survey environment. This calls 

for a well-thought-out choice from the researcher’s side. The choice of the method to use in 

collecting data would be influenced by, for instance, the research approach (quantitative or 

qualitative) followed. The most utilised means for data collection in a quantitative research 

approach is a structured questionnaire.  
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The present study made use of group administration of questionnaires. According to Maree and 

Pietersen (2016:176), a group administration of questionnaires is a method where the 

researcher waits for a group of participants at a time to complete and hand in the completed 

questionnaires. The adoption of this choice is based on the fact that the respondents of the 

present study are students enrolled for EE at a selected UOT and TVET college. Students are 

available and accessible in large numbers at a time, thus enabling an optimal response rate. The 

students were given the questionnaires during their lectures, and they completed and submitted 

them immediately after the class.  

 

The measuring instrument utilised in the current study comprised four main sections. All 

sections of the measuring instrument comprised closed-ended questions.  

 

Section A: This section provides the demographic profile of the participants. It comprises five 

questions. Since the sample of the study is taken from two distinct target populations, this 

section is customised to meet the special characteristics of each sample (refer to Appendices A 

and B). The questions in this section gather information on gender, age group, race, year or 

level of study and field of study.   

 

Section B: This section provides the information on EE and comprises five statements to 

measure the construct. The questions for this section were adapted from the validated 

measuring scales used by Puni, Anlesinya and Korsorku (2018:501) to measure the impact of 

EE on students’ EIs. Their scale proved to be reliable since it obtained a Cronbach’s alpha 

value of 0.80. Such an excellent Cronbach’s alpha value allowed the scales to be adapted for 

the present study. A seven-point Likert scale is used to measure the response of the respondents 

with 1=strongly disagree, 2=disagree, 3=somewhat disagree, 4=neutral, 5=somewhat agree, 

6=agree and 7=strongly agree.     

 

Section C: This section aimed at measuring the impact that the behavioural, psychological and 

environmental factors have on the EI of students. It has six sub-divisions, namely: ATB, SN, 

PBC, SE, NA and IR. They were all measured using a seven-point Likert scale with 1=strongly 

disagree, 2=disagree, 3=somewhat disagree, 4=neutral, 5=somewhat agree, 6=agree and 

7=strongly agree. The ATB consists of five items adopted from Liñán and Chen (2009:612) to 

assess the attitude of students towards entrepreneurship. The value of Liñán and Chen’s 

(2009:612) Cronbach’s alpha was 0.897, which proved to be excellent in reliability. Hence, the 



144 
 

adoption of the scale by the current study. The SN aimed at measuring the influence of the 

important others in entrepreneurial decisions that the students make. The SN statements were 

adapted from Varamäki et al. (2015:583) and had a Cronbach’s alpha value of 0.73. This 

showed the reliability of the scale, hence, it was utilised in this study.  

 

The PBC construct investigated the perceived amount of control that the students have towards 

entrepreneurial behaviours. This construct uses five items adopted from Liñán and Chen 

(2009:612). It had a Cronbach’s alpha value of 0.885 indicating an excellent reliability stance. 

This encouraged its usage in the present study. SE measures the self-efficacy of students using 

four items adapted from Ali et al. (2011:42), with a reliability value of 0.85, which seemed 

excellent to be used in the present study. The NA construct was aimed at measuring the need 

for achievement characteristic of students. It comprises six statements adapted from the scale 

used by Indarti and Kristiansen (2003:86), and Loon and Casimir (2007:102) with a reliability 

value of 0.794. The IR, which is the last component of Section C, aimed at assessing the 

influence of environmental factors such as availability of capital, business information, social 

networks, property and equipment on the EI of students. It is adapted from Indarti and 

Kristiansen (2003:86). Their scale proved to be reliable since it obtained a value of 0.824. This 

meant it could be adapted to the present study without hesitation.   

 

Section D: Aimed at assessing the EIs of students. It comprises five measuring statements 

adopted from the measuring instrument used by Liñán and Chen (2009:613). Their instrument 

had a Cronbach’s alpha value of 0.943, which seemed reliable enough to be adopted for the 

current study. A seven-point Likert scale was used to measure the response of the respondents 

with 1=strongly disagree, 2=disagree, 3=somewhat disagree, 4=neutral, 5=somewhat agree, 

6=agree and 7=strongly agree. 

 

Scales are the most used tools in survey research to measure how the respondents feel or think 

about certain issue of concern (Maree & Pietersen, 2016:186). Scales are structured in a way 

that makes it easy for a researcher to determine the strength of feelings or attitude of a 

respondent since they are expressed as numerical scores in the form of either ordinal, interval 

or ratio type (ibid.). Of all the different types of scales there are, the Likert scales are the most 

widely used scales in survey research (de Vos et al., 2011:211). The current study made use of 

the Likert scale because of its popularity in survey studies, and it is easy to be understood by 

the respondents. Furthermore, the data collected by a Likert scale are easily transferred to the 
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statistical analysis package for analysis since the responses are already coded into the language 

understood by a computer. A seven-point Likert scale was preferred over other scales with less 

points since it allows a much more precise response from the respondents. The middle point 4 

provides the respondents an opportunity for being neutral if they are indecisive on the situation 

posed by a statement.     

 

The data for the main study was collected from November 2019 to March 2020. The 

measurement scales applied in the study, as well as the descriptions, sources and reliability are 

depicted in Table 5.5.   

 

Table 5.5: Measurement scale items, descriptions, sources and reliability 

 

Construct  No of 

items 

Description Source Reliability 

  (α) 

 EE   5 • Entrepreneurial education gives me a feeling of 

independence.  

• I have acquired the skills and knowledge needed to 

establish a new business from the entrepreneurship 

course. 

• The entrepreneurship course has increased my 

awareness of the duties of entrepreneurs. 

• The entrepreneurship course has enhanced my 

understanding of the different sources where I can 

obtain funding to start a new business. 

• I have acquired the competencies needed to manage a 

new business from the entrepreneurship course. 

Puni et al. 

(2018) 

 

0.80 

Likert Scale  1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

 ATB 5 • A career as an entrepreneur is attractive to me. 

• If I had the opportunity, I would start a business. 

• If I had the resources, I would start a business. 

• Being an entrepreneur would lead to great satisfaction 

for me. 

• Among various options, I would rather be an 

entrepreneur. 

Liñán & 

Chen 

(2009) 

0.897 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

SN 

 

4 • I believe that my closest family thinks that I should 

pursue a career as an entrepreneur.  

• I believe that my closest friends think that I should 

pursue a career as an entrepreneur. 

• I believe that people who are important to me think that 

I should pursue a career as an entrepreneur. 

Varamäki 

et al. 

(2015)  

 

0.73 
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Construct  No of 

items 

Description Source Reliability 

  (α) 

• I do not care about what people who are important to 

me think when I decide to be an entrepreneur.  

 

 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

PBC 

 

5 • To start a business would be easy for me. 

• I am prepared to start a viable business.  

• I can control the creation process of a new business.  

• I know the necessary practical details to start a business.  

• To keep a business working would be easy for me.  

Liñán & 

Chen 

(2009) 

0.885 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

SE 

 

4 • I am good at handling unforeseen situations.  

• I am more efficient because I do more work in less time. 

• When confronted with a problem I usually find several 

solutions.  

• When working in a group I prefer being a leader rather 

than a follower.  

Ali et al. 

(2011) 

 

0.85 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

NA 6 • I work hard. 

• I continue working until everything is perfect. 

• I excel in what I do. 

• I perform tasks with all my heart. 

• I try hard to improve on past work performance. 

• I do very well in fairly difficult tasks relating to my 

study. 

Indarti & 

Kristiansen 

(2003); 

Loon & 

Casimir 

(2007) 

0.794 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

IR 5 • I have access to capital to start to be an entrepreneur. 

• I have access to supporting information to start to be an 

entrepreneur. 

• I have good social networks that can be useful when I 

decide to be an entrepreneur. 

• I have access to property that can be useful when I 

decide to be an entrepreneur. 

• I have access to equipment that can be useful when I 

decide to be an entrepreneur. 

Indarti & 

Kristiansen 

(2003) 

0.824 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

EI  5 • My professional goal is to become an entrepreneur. 

• I have seriously thought of starting a business. 

• I am determined to create a business in the future. 

• I will make every effort to run my own business. 

Liñán & 

Chen 

(2009) 

0.943 
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Construct  No of 

items 

Description Source Reliability 

  (α) 

• I am ready to do anything to be an entrepreneur. 

Likert scale 1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 

6=agree; 7=strongly agree 

EE= Entrepreneurship education; ATB= Attitude towards behaviour; SN= Subjective norm; PBC= Perceived 

behavioural control; SE= Self-efficacy; NA= Need to achieve; IR= Instrumental readiness; EI= Entrepreneurial 

intention  

 

Source: Author’s own compilation 

 

Table 5.5 provides an overview of how the measuring instrument utilised in the current study 

was developed. Previous studies from which the constructs were adapted are shown as well as 

their reliability values. The Cronbach’s alpha values of all the constructs were above 0.7, which 

serves as a gauge of good reliability of the current study’s measuring instrument.  

 

5.7.3 Pilot study 

 

The main objective of a pilot study is to see if there are any latent problems associated with the 

planned study. According to de Vos et al. (2011:73), a pilot study could be viewed as a 

rehearsal for the main investigation. This can help in bringing to light any deficiencies 

associated with the study timeously so that they are dealt with in advance. A pilot study can be 

conducted by testing the data-gathering instrument with a selected group of the targeted 

research population (de Vos et al., 2011:73; Zikmund et al., 2010:656). A pilot study can help 

a lot in improving the reliability of a study (Neuman, 2014:213). For the current study, 50 

questionnaires were pilot tested only on the UOT sample group. This sample group had similar 

characteristics to the selected samples for the main study. The main aim of the pilot study was 

to test the internal reliability of the measuring instrument of the current study. The results 

reported a satisfactory reliability level for all the constructs of the measuring instrument since 

all had Cronbach’s alpha values above 0.70.      

 

5.7.4 Reliability  

 

The measuring instrument of any study should show a certain degree of reliability if it is to be 

accepted as contributory to knowledge creation. The reliability of a measuring instrument 
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means that the instrument should report the same results if administered to different 

respondents of the same target population (Denscombe, 2010:298; Pietersen & Maree, 

2016:238). Maree (2010:216) recommends that in most applications, a reliability coefficient of 

0.70 is regarded as acceptable. According to Lindblom (2008:532), for a new scale a 

Cronbach’s alpha value of 0.6 is acceptable. The present study has, therefore, followed the 

same guidelines in ensuring the reliability of the utilised measuring instrument. Cronbach’s 

alpha coefficients were used. 

  

5.7.5 Validity  

 

It is essential that the measuring instrument utilised in a study proves to be valid to a certain 

degree. According to Pandey and Pandey (2015:21), any measuring instrument is said to be 

valid “when it measures what it is expected to measure”. Validity proves the appropriateness 

and accuracy of the measuring instrument. Clark and Ivankova (2016:166) define validity as 

the “degree to which inferences can be accurately made based on test scores or other measures.” 

The types of validity pertinent to a quantitative research approach are face validity, content 

validity, construct validity and predictive validity (Mackey & Gass, 2005:106; Kumar, 

2011:146). This section explains how these types of validity are ensured in the current study. 

 

5.7.5.1 Face validity  

 

It is important that the measuring instrument proves to be measuring what it supposed to 

measure at face value. According to Kumar (2011:146), face validity could be seen as the 

logical link between the questions of the measuring instrument and the objectives of the study. 

This type of validity seems difficult to prove since it is based on subjective judgement (Kumar, 

2011:146). To ensure the face validity of the present study, the measuring instrument was 

presented to a panel of experts in research methodology and entrepreneurship. To ensure proper 

validation of the measuring instrument, it was accompanied by the objectives of the study, 

conceptual framework and an appendix that indicated the sources of the questions. The panel 

were requested to check the questionnaire’s grammar, relevance and the flow of the constructs. 

Their corrections were effected before the measuring instrument was piloted.  
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5.7.5.2 Content validity 

 

Content validity refers to the extent to which the measuring instrument covers the full range of 

the phenomenon under investigation (Kumar, 2011:146). Lawrence Neuman (2014:216) 

describes content validity as the type of measurement validity that requires a measuring 

instrument to be representative of the entire aspects of the conceptual definition of the 

construct. Content validity can also be ascertained by the use of experts in that specific field. 

As indicated under face validity, the measuring instrument was subjected to scrutiny by a panel 

of experts both in research and entrepreneurship. Furthermore, a pilot study was conducted on 

both target populations (UOT and TVET students). Fifty questionnaires were distributed to 

each sample group. The pilot study was conducted so that any errors and ambiguities could be 

detected and be eliminated to improve the quality of the measuring instrument. Indeed, the 

measuring instrument of the current study had some ambiguities, and the instrument was edited 

thereby improving the content validity and the reliability of the measuring instrument in the 

process.  

 

5.7.5.3 Construct validity  

 

Construct validity refers to the extent to which an instrument measures the underlying 

theoretical construct it ought to measure (Bryman et al., 2014:39). This type of validity is meant 

to measure constructs with multiple indicators (Lawrence Neuman, 2014:217). The use of this 

type of validity in the current study was to determine the contribution of all the constructs 

towards the total variance of the EIs of students. To ascertain the validity of the instrument in 

this regard, the factor loadings extracted from the EFA and the correlations between the 

constructs are used. This was done through the application of convergent validity and 

discriminant validity, which are the sub-components of the construct validity.  

 

Convergent validity: This type of validity refers to the extent to which multiple indicators 

converge or are associated with one another (Lawrence Neuman, 2014:217). This means that 

variables that should be related prove to be related indeed. In this study, convergent validity 

was checked through the use of the factor loadings that were determined during the exploratory 

factor analysis (EFA). Convergent validity of the current study was considered acceptable 

when each item loading was at least 0.5, thus rejecting every item whose loading was less than 

0.5 because they could prove to be a threat to the validity of the current study. 
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Discriminant validity: This type of validity concerns testing whether variables that are 

supposed to be unrelated are, in fact, unrelated and do not show to be strongly correlated 

(Bryman et al., 2014:39). According to Field (2009:648), variables that have a correlation 

coefficient below 0.3 or close to zero prove to be unrelated.  To ascertain discriminant validity 

in this study, values from the correlation analysis were used. Values of the correlation analysis 

below 0.3 among the constructs were regarded as an indication of variables that are not related 

(refer to Table 5.4).     

 

5.7.5.4 Predictive validity 

 

Predictive validity refers to how well an instrument is able to predict an outcome (Mackey & 

Gass, 2005:107; Kumar, 2011:147). The current study has EE as the predictor of the outcome 

variable which is the EIs of students. The behavioural, psychological and environmental factors 

are applied in the current study as mediating factors but are also explored as predictors towards 

the EI. All these were assessed by the application of the regression analysis using a p-value of 

less than 0.05 as a cut off value for prediction significance (refer to Section 5.7.6.5).   

 

5.7.6 Data analysis and statistical techniques used 

 

There are a variety of data analysing packages researchers can use to analyse the collected data. 

Most studies in social sciences have utilised the Statistical Package for Social Sciences (SPSS). 

The researcher has, therefore, employed the SPSS version 25.0 to analyse the data of the current 

study. However, before the actual data analysis is performed, the data to be analysed should be 

properly prepared so that errors are minimised to the utmost possible degree. This section, 

therefore, aims at explaining how the data to be analysed are prepared. It also explains which 

statistical techniques were used in the present study and why. That is, the descriptive statistics, 

exploratory factor analysis (EFA), correlations and regression analysis.   

 

5.7.6.1 Data preparation 

 

The data collected through surveys usually comes with errors and in a format that is not readily 

compatible with computer statistical packages. It is, therefore, important that the collected data 

undergo some preparations before the actual analysis is performed. This process helps to clean 
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the data from possible inconsistencies and incompleteness (Kumar, 2011:207). Data 

preparation mainly comprises data editing and data coding.  

 

Data editing: The process of cleaning the collected data by checking any anomalies that may 

exist is referred to as “data editing” (Kumar, 2011:207). Cleff (2014:19) points out that 

sometimes the collected questionnaires could have some missing values. Some of the reasons 

that could cause such problems are deliberate refusal, missing information, respondent inability 

and indecisiveness (Treiman, 2009:77; Cleff, 2014:19). In dealing with these problems, it is 

advisable to resort to deep research so that the researcher can fill in the missing values 

personally or in the case where a cardinal scale is used, the mean of the scale can be used 

instead (Cleff, 2014:19; Anguinis, Hill & Bailey, 2019:7). The current study has, therefore, 

followed the same guidelines to deal with the missing values problem. The completion of the 

questionnaires was performed immediately after lectures. This enabled the researcher to 

identify which field or level of study a student was in, in the case where the student missed 

filling in that option. With regard to responses to the construct statements, the mean of the 

seven-point Likert scale was used where there was an omission (that is, a value of 4).     

 

Data coding: After the omission of information is managed, data coding needs to be done in a 

way that is understood by the computer. Data coding can be defined as systematically 

reorganising the raw data into a usable form by the computer for quantitative analysis 

(Denscombe, 2010:245; Sreejesh et al., 2014:167; Neuman, 2014:282). This refers to using 

numbers instead of words since the computer uses numbers to produce quantitative results. In 

line with this, the researcher used an Excel spreadsheet to capture the information collected by 

the questionnaires. Numeric values were allocated to each questionnaire whose data were used 

to meet the objectives of the study. For example, in the case where 390 questionnaires were 

employed for analysis, numerical values of 1 to 390 were used. The respondents’ responses 

were measured by a seven-point Likert scale, which is already in numerical values. This makes 

it easy for capturing since they were captured exactly as they are as per the responses of the 

respondents. After the data were captured on the Excel spreadsheet, it went through some 

assessment to check for errors during the capturing as noted by Treiman (2009:77).  Examples 

of such errors are where the capturer captured 11 instead of 1 or missed a cell leaving it empty. 

This process ensures a much more precise analysis, thus assisting in meeting the main objective 

of the study.      
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5.7.6.2 Descriptive statistics 

 

Descriptive statistics are the summary of data that were collected which is put into different 

classes for the ease of interpretation. It portrays the patterns shown by the collected data. There 

are several elements of descriptive statistics usually used in analysing data. Table 5.6 portrays 

the basic elements of descriptive statistics normally used in research. 

 

Table 5.6: Basic descriptive statistics 

 

Element  Description  

Frequency  This simply means the number of instances in a class by showing what 

percentage of respondents answered for each attitude category to the 

statement.  

Kurtosis  Kurtosis is the measure of peakedness of a curve. It is the humpedness 

of the curve pointing to the nature of distribution of items in the middle 

of a series. If the curve is relatively more peaked than the normal 

curve, it is called leptokurtic, whereas if a curve is flatter than the 

normal curve, it is called platykurtic.  

Mean  This refers to the mathematical average of all the values in a 

distribution. It is calculated by summing up the values of all cases then 

dividing the number of these cases.  

Median  This is the midpoint of a distribution. For instance, if all cases of a 

variable are arranged in order according to the size of their values, the 

median is the value that divides the distribution into two equal parts.   

Skewness  This is the measure of asymmetry and shows the manner in which the 

items are clustered around the average. The importance of skewness 

lies in the fact that through it one can study the formation of series and 

can have the idea about the shape of the curve, whether normal or 

otherwise.  

Standard deviation  This is the square root of the variance. The variance is expressed in 

terms of the units of the variable squared. The variance could pose 

difficulties in interpretation, so the standard deviation could be used 

instead.  
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Element  Description  

Variance  This is calculated by finding the squared difference between the mean 

and an observation, adding all cases and then dividing by the number 

of observations minus one. It shows the relation that a set of scores has 

to the mean of the sample. This describes the dispersion of the data.  

 

Sources: Gray (2009:458); Norusis (2012:499); McCormick and Salcedo (2015:203) 

 

Table 5.6 provides seven basic elements of descriptive statistics frequently utilised by 

researchers and their descriptions. From the seven types of descriptive statistics shown in Table 

5.6, the current study only utilises frequencies, mean values, standard deviation (SD), skewness 

and kurtosis. Frequencies were used to provide a detailed description of the demographic 

profile of the participants as well as to indicate how many of the respondents agreed or 

disagreed with the statement of a construct in terms of number and percentages. The mean was 

utilised to indicate which factor is considered the most influential and that which is considered 

less influential in determining the EIs of the prospective student entrepreneurs.  The factor that 

has the highest mean is considered the most influential whereas the one with the lowest mean 

is considered the less influential factor. The SD was used to measure the extent to which the 

values are spread out from the mean values. Lastly, the skewness and kurtosis were utilised to 

test the normality of the data (refer to Section 5.7.6.3). 

 

5.7.6.3 Test for normality 

 

Test for normality could be done either by graphical plots or analytical test procedures (Das & 

Imon, 2016:6). Test for normality seems crucial since various statistical analysis techniques 

such as correlation and regression assume the principle of normality (Mishra, Pandey, Singh, 

Gupta, Sahu & Keshri, 2019:70). Assessing the normality of data is, therefore, a prerequisite 

for most statistical tests (Mishra et al., 2019:70). There are various methods used to assess the 

normality of data, for instance the Kolmogorov-Smirnov (K-S) test, Lilliefors corrected K-S 

test, Shapiro-Wilk test, Anderson-Darling test, Cramer-von Mises test, D’Agostino’s K-

squared test, Anscombe-Glynn kurtosis test, D’Agostino-Pearson omnibus test and the Jarque-

Bera test (Ghasemi & Zahediasl, 2012:487; Das & Imon, 2016:9-10). The current study has 

made use of the D’Argostino’s K-squared test, which is the normality test based on descriptive 
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measures, namely, skewness and kurtosis. Skewness is a measure of the lack of symmetry of 

the normal distribution whilst the kurtosis is a measure of the peakedness of the distribution 

curve (Mishra et al., 2019:70).  

 

Generally, the values of skewness and kurtosis should be zero in a normal distribution (Field, 

2009:138). According to Field (2009:138), positive values of skewness indicate a pile-up of 

scores on the left of the distribution, while negative values indicate a pile-up of scores on the 

right. The same author further posits that positive values of kurtosis indicate a sharp and heavy-

tailed distribution while negative values indicate a flat and light-tailed distribution. However, 

again according to the same author, values close to zero can also be accepted as proof of the 

normality of the data. Furthermore, other authors, are of an opinion that absolute skewness is 

proven by values beyond the range of 2 (Kim, 2013:53). Meaning that, any value of skewness 

within -2 and +2 could be accepted as proof of normality. With regard to kurtosis, a value less 

than 3 could be observed as a normal-tailed distribution (Bono, Arnau, Alarcón & Blanca, 

2020:3). The current study has, therefore, adopted the latter two guidelines on skewness and 

kurtosis. The data was regraded as normal since the value of the skewness fell within the range 

of -2 and +2, as well as when the kurtosis value is less than 3. 

 

5.7.6.4 Exploratory factor analysis 

 

The concept of factor analysis was developed to help researchers to arrive at a more 

parsimonious representation of the basic structure of the correlations of the variables being 

measured (Fabrigar & Wegener, 2012:20; Brown & Moore, 2012:362). Factor analysis helps 

in determining which statements belong together such that they are answered in a similar 

manner, therefore, should be observed as addressing the same issue. According to Fabrigar and 

Wegener (2012:28), an exploratory factor analysis (EFA) should be used if the researcher has 

no preconceived expectations regarding the number of common factors and which measured 

variables will be influenced by the same common factors. The researcher has adapted the 

conceptual model from previous studies and has also added new variables to the model. Also, 

the measuring instrument was developed by borrowing statements from these previous studies 

(refer to Section 5.7.2). There could be latent relationships among variables, which could be 

brought to light by the use of EFA loadings. In this study, the EFA procedure was used to 

determine the factor structure of the measurement scales/collected data. It was implemented 

using Varimax rotation. Varimax rotation is based on the idea that “as the structure of each 
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factor improves, the squared loadings on those factors become more variable (Fabrigar & 

Wegener, 2012:73), and it is the method of rotation mostly preferred in research.  

 

Before the factor analysis was performed, it was deemed important that the factorability of the 

data is determined. This was done through the use of Bartlett’s test of sphericity and the Kaiser-

Meyer-Olkin (KMO) measure. The Bartlett’s test was used to verify whether the variables do 

correlate. The Bartlett’s test of sphericity helps in checking the randomness of the correlation 

matrix deviations from the identity matrix (Cleff, 2014:183). A significant p value of less than 

0.05 indicates that the variables do correlate, hence, only such variables were retained for factor 

analysis. On the other hand, the KMO measure was used to test the suitability of the correlation 

matrix and the sampling adequacy of the current study (Cleff, 2014:184). To ascertain whether 

the sample was large enough a KMO value of greater than 0.5 was used as a threshold. After 

the factorability test was conducted, the selection of factors was done through the use of 

eigenvalues and the scree plot. The eigenvalues are important for calculating the eigenvectors, 

which provide the loading of a particular variable on a particular factor (Field, 2009:639). The 

eigenvalues were then depicted on a scree plot graph. Only factors that were from the point of 

inflexion to the right of the scree plot were retained, as highlighted by Field (2009:640). 

However, the scree plot should not be utilised as the only criterion for factor selection but 

should be used in conjunction with the eigenvalues themselves (ibid.). Hence, factors that had 

eigenvalues greater than 1 were retained, as recommended by Kaiser (1960) (Field, 2009:640).  

 

5.7.6.5 Correlation analysis  

 

Correlation analysis is the measure of strength of the linear relationship between two 

quantitative variables (Pietersen & Maree, 2016:264). It could also be expressed as the extent 

to which changes occurring in one variable could be attributed to changes occurring in another 

variable. According to Pietersen and Maree (2016:264), it is important that a researcher 

establishes whether the relationship between the variables is linear before the analysis is 

performed so that the direction and strength of the relationship is revealed. Depending on the 

nature of the data collected, a researcher can deploy Pearson correlation or Spearman 

correlation. For a researcher to use the Spearman correlation coefficients, the study should at 

least be using a scale that is ordinal (uses ranks) (Cleff, 2014:83; Pietersen & Maree, 2016:264). 

The data of the current study are rather parametric, they therefore, deploy the Pearson 
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correlation analysis. Table 5.7 shows how the correlation coefficients are interpreted to 

determine the relationship.  

 

Table 5.7: Interpretation of the correlation coefficients 

 

 

 

Source: Akoglu (2018:92) 

 

Table 5.7 shows how the correlation coefficient values are interpreted when determining the 

relationship between variables. The positive values indicate that the relationship between the 

variables is positive thus taking the same direction, whereas those that are negative take 

opposite directions. Depending on the value of the correlation coefficient, the relationship can 

be interpreted as either very low, low, medium, substantial or high. The current study also 

follows the same guidelines to interpret the strength and direction of the relationship between 

variables.     

 

5.7.6.6 Regression analysis  

 

After, the association between variables is determined, the causal direction of the association 

can be determined by the use of regression analysis but not the causality of the association per 

se (Cleff, 2014:115). Regression analysis was first used in a study on sweet pea seeds by Sir 

Correlation coefficient Interpretation  

-1.0 and +1.0 Perfect   

-0.9 and +0.9 Strong  

-0.8 and +0.8 Strong   

-0.7 and +0.7 Strong   

-0.6 and +0.6 Moderate  

-0.5 and +0.5 Moderate  

-0.4 and +0.4 Moderate  

-0.3 and +0.3 Weak   

-0.2 and +0.2 Weak  

-0.1 and +0.1 Weak  

0 None  
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Francis Galton in 1877 and he later used the same concept on the heights of fathers and sons 

(Cleff, 2014:115). He treated the heights of fathers as the independent variable and the sons’ 

heights as the dependent variable (ibid.). Regression simply means a step back or decline 

(ibid.). Regression analysis results provide two sets of information. Firstly, they provide 

information regarding the predictive power of the independent and control variable on the 

dependent variable. Secondly, the R-squared statistic tells the reader how well a set of variables 

explains the dependent variable (Sreejesh et al., 2014:195; Lawrence Neuman, 2014:421). 

There are two types of regression analysis, namely, bivariate and multiple regression analysis. 

A bivariate regression analysis is the regression analysis that has one independent variable 

(influence) and one dependent variable (outcome) (Keith, 2015:4). Multiple regression on the 

other hand has more than one independent variable and one dependent variable (Keith, 

2015:18).  

 

There are three types of multiple regression analyses usually used in research, namely: 

simultaneous, sequential and stepwise multiple regression (Keith, 2015:185). In simultaneous 

multiple regression, the predictor variables are entered into the regression equation at the same 

time, whereas in sequential and stepwise multiple regressions, the predictor variables are 

entered one variable at a time. However, the difference between sequential and stepwise 

multiple regressions, is that, in stepwise regression the computer chooses the order of entry 

rather than the researcher (Keith, 2015:97).     

 

The current study’s main objective is to determine whether the EE and the behavioural, 

psychological and environmental factors have any influence on the EIs of students. In the case 

where EE and the behavioural, psychological and environmental factors were proven to be 

influential on the EI of students, the researcher further investigated the extent to which all these 

variables impacted on the EI of students. Both the simultaneous and sequential multiple 

regression analysis were used to determine the significance of each predictor variable and the 

extent to which each one of them explains the EI of the students. The rationale behind the 

utilisation of the simultaneous multiple regression is that it has an advantage of providing the 

estimates of the direct effects of each predictor variable on the outcome by considering all of 

the variables (Keith, 2015:185).  
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5.8 ETHICAL CONSIDERATIONS  

 

Conducting research goes with taking into consideration some ethical issues that a study needs 

to be compliant with. Especially when the research participants are humans. Any action that is 

inherently unethical should be avoided at all costs when conducting research. Johnson and 

Christensen (2014:152) posit that research conducted with humans has the potential of harming 

the participants physically and psychologically. There are several ethical principles that 

provide guidance for the researchers regarding the manner in which harm of participants could 

be avoided. Vanclay, Baines and Taylor (2013:246-248) identify several ethical principles 

among which the following were drawn since they are in line with the current study, namely: 

respect for participants, informed consent, right to withdraw, no harm to participants, 

confidentiality of personal matters, ethical governance and data protection.   

 

• Respect for participants: Participants of the current study were treated with respect and no 

judgement was imposed on them. As long as the questionnaire was answered completely, 

their responses were taken as they are and captured for analysis without alterations.   

• Informed consent and the right to withdraw: For the respondents to give an informed 

consent, the researcher furnished the respondents with a covering letter explaining the 

purpose of the study. The covering letter provided a space where the respondents could sign 

to serve as proof that the respondent understood why the study was undertaken. The letter 

also explained that the participant has the right to withdraw at any given time if the 

respondent feels uncomfortable to continue participating in the study.  

• Ethical governance and no harm to participants: The type of the current study was 

verified by the ethical committees of the selected higher education institutions to be a low 

to no risk research project. Hence, ethical certificates were granted to the researcher by these 

ethical committees. In a case where the respondent might have felt exposed to some sort of 

harm, the participant could launch a grievance with the relevant ethical committee.     

• Confidentiality of personal matters: Confidentiality of the respondents was ensured by 

not requiring the respondents to mention their names or contact details on the questionnaires. 

Hence, no space was provided on the questionnaires for such.  

• Data protection: To ensure that the data gathered are safe from being accessed by 

unpermitted individuals, they are kept in a lockable cupboard for a period of five years as 



159 
 

per the requirement by legislation. When the five-year period elapses, the questionnaires 

will be shredded to destroy any traceable meaning and will then be discarded.  

 

5.9 SUMMARY OF THE CHAPTER 

 

The purpose of this chapter was to discuss the research methodologies employed in the current 

study. The first part of the chapter discussed three types of research reasoning that researchers 

usually follow, namely: deductive, inductive and abductive reasoning. From these three the 

current study followed the deductive reasoning strategy. The research paradigms were also 

discussed. Four paradigms were identified, which are: positivism, post-positivism, pragmatism 

and phenomenology. From these paradigms, the positivism paradigm was followed since the 

aim of the current study was to make use of the scientific empirical method to analyse the data 

thus permitting no subjective interpretation of the results. The chapter further explained why 

the quantitative research approach was followed instead of the qualitative and mixed-method 

approach. Based on the deductive reasoning strategy and the positivism paradigm utilised, the 

quantitative approach was the most suitable approach to follow. The research design adopted 

in the current study is a non-experimental design since no treatment was administered to the 

participants as opposed to the experimental research design. This chapter also explained why 

the literature review is important to conduct when doing research. An outline of how the 

literature review of the current study was conducted was discussed.  

 

The latter parts of the chapter explained how the empirical study design was formulated. 

Special focus was on sampling design which includes population, target population, sample 

frame, sample size and sampling approach. The sampling approach employed in the current 

study is a simple random approach with the sample size set at n=400. The structure of the 

measuring instrument was also discussed. It is divided into four sections. Section A provides 

the demographic profile of the participants, Section B assesses the information on EE, Section 

C assesses information on the behavioural, psychological and environmental factors that 

possibly influence the EIs of students and Section D assesses the EIs of the students. In this 

part of the chapter, how the reliability and the validity of the measuring instrument is 

ascertained is also discussed. The use of Cronbach’s alpha coefficients is applied. To ascertain 

the validity of the instrument, the face validity, content validity, construct validity and 

predictive validity were utilised. The data analysis and statistical techniques employed in the 

current study are descriptive statistics, EFA, correlation analysis and regression analysis. The 
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chapter concludes by explaining the ethical issues considered in the study. To ensure there is 

no harm to the participants, the study was assessed by the ethical committees of the selected 

HEI, and ethical clearance certificates were issued. The participants were informed of their 

right to withdraw from the study at any time should they wish to do so. Their confidentiality 

was also ensured by not mentioning their names and contact details on the questionnaires. To 

protect and keep the data safe from being accessed by unpermitted persons, the data will be 

kept in a lockable cupboard for a period of five years. The next chapter presents the data 

analysis, interpretation and discussion of empirical results. 
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CHAPTER 6 

DATA ANALYSIS, INTERPRETATION AND DISCUSSION OF EMPIRICAL 

RESULTS 

 

6.1 CHAPTER OVERVIEW 

 

The previous chapter provided a detailed discussion on the research reasoning as well as the 

research paradigms thus providing clarity regarding the reasoning strategies followed by the 

researcher. It also provided an overview of different types of research approaches usually 

deployed in research and highlighted the one followed by the current study. It further outlined 

the empirical study design and statistical analysis methods the present study followed to 

achieve its objectives. It also outlined the ethical considerations the current study adhered to.  

 

In line with the previous chapter guidelines, this chapter starts by presenting the results of the 

pilot study. Thereafter, the results of the main study are presented which comprise the response 

rate of the study, the demographic descriptive analysis results, exploratory factor analysis, 

results of the reliability and validity tests, descriptive statistics of the constructs, correlation 

analysis results and the results of the regression analysis. It further provides the decisions made 

on the hypotheses developed for the current study for both the TVET college and the UOT 

sample groups. Lastly, it provides a discussion on how the theories underpinning the present 

study were applied and linked to the results.   

 

6.2 RESULTS OF THE PILOT STUDY 

 

Prior to the main survey, the data collection instrument was subjected to a pilot study. The data 

were collected from a subset of the target population since it has similar characteristics to the 

main target group (de Vos et al., 2011:73; Zikmund et al., 2010:656). This was done to check 

the internal consistency of the measuring instrument. A total of 55 (n=55) questionnaires were 

administered to students who are enrolled for a module in EE at the selected university of 

technology. Out of the 55 distributed questionnaires, only 50 (n=50) could be used for the 

analysis. The results of the pilot study are depicted in Table 6.1 with a brief analysis thereafter.  
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Table 6.1: Results of the pilot study 
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EE  50 5.517 0.791 0.452 6 0 0.715 

ATB 50 5.324 1.134 0.638 5 0 0.832 

SN 50 4.427 1.289 0.542 6 0 0.789 

PBC 50 4.847 1.209 0.646 6 0 0.855 

SE 50 5.180 0.79 0.471 8 0 0.765 

NA 50 5.768 0.892 0.592 8 0 0.842 

IR 50 4.124 1.390 0.618 5 0 0.823 

EI 50 5.213 1.477 0.719 6 0 0.895 

EE= Entrepreneurship education; ATB= Attitude towards behaviour; SN= Subjective norm; PBC= 

Perceived behavioural control; SE= Self-efficacy; NA= Need to achieve; IR= Instrumental readiness 
and EI= Entrepreneurial intention.  

Scale: 1=Strongly disagree; 2= disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6= 

agree; 7= strongly agree 

 

Source: Author’s own compilation 

 

The results depicted in Table 6.1 indicate that the measuring instrument for the current study 

proves to be reliable since all the constructs have Cronbach’s alpha values higher than 0.7. The 

EE, ATB, SN, PBC, SE, NA, IR and EI have the Cronbach’s alpha values of 0.715, 0.832, 

0.789, 0.855, 0.765, 0.842, 0.823 and 0.895, respectively. The average item-total correlation of 

all the constructs also proved to be acceptable since all were above the minimum cut-off value 

of 0.3 as recommended by Field (2009:648). The average item-total correlation values of the 

EE, ATB, SN, PBC, SE, NA, IR and EI are 0.452, 0.638, 0.542, 0.646, 0.471, 0.592, 0,618 and 

0.719, respectively. However, some of the items of the EE, SN, SE and NA had the item-total 

correlation below the 0.3 minimum cut-off value, this led to the deletion of these items before 

the main study was conducted.  

 

The next section provides the results of the main survey of the current study. 
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6.3 RESULTS OF THE MAIN SURVEY 

 

This section presents the detailed analysis of the main surveys. Firstly, the response rate of both 

HEIs is provided; thereafter the descriptive analysis results of the respondents are presented. 

The section concludes by presenting the results of the EFA performed on the data obtained 

from both HEIs’ sample groups.  

 

6.3.1 Response rate of the study 

 

Surveys are very useful and inexpensive methods utilised by most researchers to collect data. 

However, when the response rate is low, the credibility of the results become somewhat dented. 

Brtnikova, Crane, Allison, Hurley, Beaty and Kempe (2018:2) argue that the response rate of 

the survey is a good indicator of how representative the collected data is. In the case where the 

response rate is high, the potential differences between the respondents and the non-

respondents becomes lower thus enhancing the possibilities that the survey’s results could be 

generalised to the sampled population (Brtnikova et al., 2018:2; Agustini, 2018:156). There is 

no consensus regarding a suitable percentage for response rates as yet, however, Fincham 

(2008:1) contends that a response rate of at least 60 per cent should be the goal of every 

researcher.  According to Morton, Bandara, Robinson and Carr (2012:106), a response rate can 

be defined as the total number of completed questionnaires divided by the total number of 

questionnaires distributed. The same guidelines were followed in the current study to determine 

the response rate and is presented in Table 6.2.  

 

Table 6.2: The response rate for both institutions of higher education  

 

Description  Frequency 

TVET UOT 

Total number of questionnaires distributed 420 420 

Total number of questionnaires returned 413 372 

Unusable responses discarded 23 10 

Valid questionnaires retained 390 362 

Response rate (%) 93 86 

 

Source: Author’s own compilation  
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Table 6.2 provides an indication of how the response rate of the present study was determined. 

Since the main aim of the current study is to compare the EIs of students from two types of 

HEIs in South Africa, the data were collected from the selected TVET college and UOT. A 

total of 420 questionnaires were distributed to each of the two institutions of higher education. 

Of the 420 questionnaires distributed to the TVET college students, 413 were returned of which 

23 were discarded since some of the constructs were not fully answered. This resulted in a 

response rate of 93 per cent of the total distributed TVET college questionnaires. Regarding 

the UOT questionnaires, of the 420 questionnaires only 372 were returned with 10 of them 

unusable and were, therefore, discarded leaving 362 that were captured for analysis. This 

resulted in a response rate of 86 per cent for the UOT questionnaires. The response rate of the 

current study is higher than the 60 per cent indicated by Fincham (2008:1), it is thus deemed 

acceptable.   

 

6.3.2 Descriptive analysis results 

 

This section aims at providing the descriptive statistical analysis of Section A of the 

questionnaire. Section A was directed at collecting the demographic information of the 

respondents, namely: the gender, age group, race, level of study and the field of study of the 

respondents.  

 

6.3.2.1 Gender distribution of respondents  

 

Figure 6.1a and Figure 6.1b present the gender distribution of the respondents from the TVET 

college and the UOT, respectively.    

 

Figure 6.1a: Gender distribution of TVET        Figure 6.1b: Gender distribution of UOT 

Source: Author’s own compilation 
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Figure 6.1a and Figure 6.1b provide the graphical illustration of the gender profile of the 

respondents from both HEIs. Figure 6.1a provides the graphical illustration of the TVET 

college respondents. Male respondents for the TVET sample registered 26 per cent (n=100) 

while the females registered 74 per cent (n= 290) of the final sample of 390 respondents 

(N=390). Figure 6.1b provides the graphical illustration of the UOT sample. Male respondents 

registered 42 per cent (n=151) while the females registered 58 per cent (n=211). Notably, for 

both institutions, the female respondents were more than the male respondents.       

 

6.3.2.2 Age distribution of respondents 

 

The age distribution of the respondents from both the TVET college and UOT are presented in 

Figure 6.2.  

 

Figure 6.2: The age distribution of respondents from the TVET college and UOT 

Source: Author’s own compilation 

 

The age distribution of respondents as depicted by Figure 6.2, shows that for the age group of 

16-20 years, the TVET sample registered a higher percentage of 27.4 per cent (n=107) 

compared to the UOT with only 18.2 per cent (n=66). This difference could be attributed to the 

lower levels of the TVET college which are equivalent to the high school grades. For the age 

group of 21-24 years old, the UOT sample registered a percentage of 68.8 per cent (n=249), 

which is higher than that of the TVET college with 50.3 per cent (n=196). From 25-29 years, 

30-34 years and 35 years and above, the TVET college registered higher percentages in these 

categories than the UOT of 17.9 per cent (n=70), 2.8 per cent (n=11) and 1.5 per cent (n=6), 
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while the UOT registered 12.2 per cent (n=44), 0.8 per cent (n=3) and 0 per cent (n=0) 

respectively.  

 

6.3.2.3 Race distribution of respondents  

 

The race distribution of the respondents from the TVET college and the UOT is presented in 

Figure 6.3. 

Figure 6.3: Race distribution of respondents for the TVET and UOT respondents 

Source: Author’s own compilation 

 

The race profile of the respondents as graphically depicted by Figure 6.3, which indicates that 

the selected institutions of higher education are highly Black dominated institutions. The TVET 

college analysis indicates that 99.2 per cent (n=387) of the respondents are Black. Of the other 

races, only Coloured students were registered at merely 0.8 per cent (n=3). With the selected 

UOT, Black respondents registered 98.1 per cent (n=355) whilst other races like Indians and 

Coloured registered 0.3 per cent (n=1) and 1.7 per cent (n=6) respectively.  

 

6.3.2.4 Year or level of study distribution for both institutions 

 

The year and level of study for the students from the TVET college and UOT are shown in 

Figure 6.4a and Figure 6.4b, respectively.  
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Figure 6.4a: Level of study for the TVET       Figure 6.4b: Level of study for the UOT 

Source: Author’s own compilation 

 

Figure 6.4a provides a graphical illustration of the level of study of the respondents from the 

TVET college. Most of the respondents come from the N4 classes with a percentage of 26.9 

per cent (n=105), followed by N5 students with 18.5 per cent (n=72). The moderate percentages 

come from N6, NCV-Level 2, NCV-Level 3 and NCV-Level 4 registering 14.4 per cent (n=56), 

12.6 per cent (n=46), 11 per cent (n=43) and 13.6 per cent (n=53), respectively. While N1, N2 

and N3 indicate marginal percentages of 0.3 per cent (n=1), 1.5 per cent (n=6) and 1.3 per cent 

(n=5), respectively.  

 

Figure 6.4b provides a graphical illustration of the year and level of study of the UOT 

respondents. Most of the respondents that are enrolled for EE are in their 3rd year of study 

registering 63.8 per cent (n=231) of the entire sample, followed by students at their 2nd year of 

study registering 32.6 per cent (n=118). The students that are at the first-year level and those 

that are enrolled for B-Tech registered very low percentages of 2.5 per cent (n=9) and 1.1 per 

cent (n=4) respectively.       

 

6.3.2.5 Field of study distribution for both institutions 

 

Figure 6.5a and Figure 6.5b present the field of study for the respondents from the TVET 

college and UOT, respectively.  
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Figure 6.5a: Field of study: TVET sample       Figure 6.5b: Field of study: UOT sample 

Source: Author’s own compilation 

 

Figure 6.5a presents a graphical depiction of the field of study of the TVET college 

respondents. Out of the total of 390 (N=390) TVET college respondents, 62.1 per cent (n=242) 

are enrolled for courses that are business related. Most of the students that are enrolled for EE 

are those that have enrolled for the N-courses. The students that are enrolled for the NCV-

courses only account for 37.9 per cent (n=148) of the entire sample population. The statistical 

analysis results reveal that none of the Nated engineering students are enrolled for EE. 

 

Figure 6.5b presents a graphical depiction of the field of study of the UOT respondents. Out of 

the 362 (N=362) UOT respondents, 68 per cent (n=246) come from Management Sciences. 

This indicates that courses that offer EE as a module are mostly in Management Sciences. 

Management Sciences is followed by students from the Applied Sciences who registered 31.8 

per cent (n=115). The number of students who were available from the field of Humanities, 

was only (n=1) which constituted merely 0.3 per cent of the respondents. Similar to the TVET 

college, the UOT engineering field students are not offered EE as one of their modules, hence, 

nothing is recorded under these fields.  

 

6.3.3 Exploratory factor analysis 

 

It is very important that the statements of the constructs within the measuring instrument get 

tested to determine whether they correlate in terms of the variable they intend to measure. This 

can be done by performing the EFA procedure. Factor analysis plays a crucial role in 
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determining the internal validity of the measuring instrument and the testing of the hypotheses 

(Atkinson, Rosenfeld, Sit, Mendoza, Fruscione, Lavene, Shaw, Li, Hay, Cleeland & Scher, 

2011:559). However, before EFA is conducted, it is important to be certain whether the data to 

be analysed are factorable. The factorability of the data can be investigated by the use of 

Bartlett’s Test of Sphericity and the Kaiser-Meyer-Olkin (KMO) Measure of Sampling 

Adequacy (Cleff, 2014:183-184). A significant p-value less than 0.05 of the Bartlett’s test of 

sphericity indicates that the variables do correlate and a KMO value of greater than 0.5 

indicates that the sample used in the study was large enough to be factorised (Williams, 

Onsman & Brown, 2010:5). The p values from the Bartlett’s test and the KMO values of the 

constructs of the current study for the TVET college data are presented in Table 6.3a and for 

the UOT data are presented in Table 6.3b. Thereafter, the results of the EFA, indicating the 

factors extracted, are presented from Table 6.4 to Table 6.9.  

 

Table 6.3a: KMO and Bartlett’s test of sphericity for TVET college 

CONSTRUCTS 
KMO 

MEASURE 

BARTLETT’S TEST 

Approximate 

Chi-Square 

Degrees of 

freedom 

Significance 

level 

EE 0.822 719.800 10 0.000 

ATB 0.839 906.972 10 0.000 

SN 0.716 439.177 3 0.000 

PBC 0.784 694.791 10 0.000 

SE 0.731 425.501 6 0.000 

NA 0.856 1098.655 15 0.000 

IR 0.818 848.842 10 0.000 

EI 0.844 1456.641 10 0.000 

EE= Entrepreneurship education; ATB= Attitude towards behaviour; SN= Subjective 

norm; PBC= Perceived behavioural control; SE= Self-efficacy; NA= Need to achieve; 

IR= Instrumental readiness; EI= Entrepreneurial intention 

 

Source:  Author’s own compilation  

 

Table 6.3a shows the p-values from the Bartlett’s test as well as the KMO values of the selected 

TVET college data. For all the constructs, the KMO values are above the threshold of 0.5, thus 

indicating that the sample was large enough for the analysis. P values for the Bartlett’s test are 

all less than 0.05, thus further confirming the factorability of the data.   
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Table 6.3b: KMO and Bartlett’s test of sphericity for the UOT 

 

CONSTRUCTS 
KMO 

MEASURE 

BARTLETT’S TEST 

Approximate 

Chi-square 

Degrees of 

freedom 

Significance 

level 

EE 0.819 479.281 10 0.000 

ATB 0.852 1067.327 10 0.000 

SN 0.712 523.396 3 0.000 

PBC 0.815 713.409 10 0.000 

SE 0.777 418.000 6 0.000 

NA 0.867 995.466 15 0.000 

IR 0.820 927.728 10 0.000 

EI 0.884 1653.888 10 0.000 

EE= Entrepreneurship education; ATB= Attitude towards behaviour; SN= Subjective 

norm; PBC= Perceived behavioural control; SE= Self-efficacy; NA= Need to achieve; 

IR= Instrumental readiness; EI= Entrepreneurial intention 

 

Source:  Author’s own compilation  

 

Table 6.3b shows the results of the Bartlett’s test of sphericity and the KMO values of the 

selected UOT data. Similar to the TVET college sample, the KMO values of the UOT sample 

are above the minimum threshold of 0.5, thus indicating that the sample was large enough for 

the analysis. The p-values from Bartlett’s test of sphericity are all less than 0.05, thus indicating 

that the data for the TVET College were suitable for EFA.  

 

The results of both the Bartlett’s test of sphericity and the KMO for both sample groups as 

presented in Table 6.3a and Table 6.3b justify the use of EFA in the current study, since all 

recommended thresholds were met.  

 

The principal component analysis (PCA) technique was employed in the current study to 

perform the EFA. PCA is a variable reduction method that “delivers a relatively small set of 

synthetic variables that account for most of the variance in the original dataset” (Keho, 

2012:181). Three criteria were considered as the EFA was performed in the current study. 

Firstly, the items that had factor loadings greater than 0.5 were retained and those with factor 

loadings less than 0.5 were discarded. Factor loadings refer to “the standardised unit of increase 
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in the measured variable for each standardised unit of increase in the common factor” (Fabrigar 

& Wegener, 2012:136). Factor loadings are important because they represent the impact the 

factor has on the item controlling for the impact of the other factors in the model on the same 

item (ibid.). Secondly, factors that had eigenvalues greater than 1 were retained since this 

indicates the substantive importance of the variable and its criticality to the underlying factor 

component (Field, 2009:639-640). Lastly, only those items that have communalities greater 

than 0.2 were retained. The communality of a variable refers to the variance in that measured 

variable explained by all other common factors in the model (Fabrigar & Wegener, 2012:131).  

 

The next section provides the outcomes of the EFA conducted on EE, ATB, SN, PBC, SE, NA, 

IR and EI for both the TVET and UOT sample data, respectively.  

 

6.3.3.1 Assessment of the underlying factors for the entrepreneurship education scale 

 

The EFA procedure, upon application on the EE scale, revealed no cross-loadings of the items, 

therefore, no item was discarded during the factor analysis. The factor extraction procedure of 

the EE construct produced a single-factor structure. The results are presented in Table 6.4.  

 

Table 6.4: Unidimensional factor structure for the entrepreneurial education 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

EE1 Entrepreneurial education gives me a feeling 

of independence 

0.355 0.475 0.596 0.689 

EE2 I have acquired the skills and knowledge 

needed to establish a new business from the 

entrepreneurship course 

0.664 0.608 0.815 0.780 

EE3 The entrepreneurship course has increased 

my awareness of the duties of entrepreneurs 

0.638 0.619 0.799 0.787 

EE4 The entrepreneurship course has enhanced 

my understanding of the different sources 

where I can obtain funding to start a new 

business 

0.671 0.496 0.819 0.704 

EE5 I have acquired the competencies needed to 

manage a new business from the 

entrepreneurship course 

0.661 0.540 0.813 0.735 

Eigenvalue  2.988 2.739 

Percentage of variance 59.765 54.781 

Source: Author’s own compilation 



172 
 

Table 6.4 shows both communalities and the factor loadings of each item as well as the 

eigenvalues and the percentage of variance of the EE construct for both the TVET college and 

the UOT samples. The communalities and factor loadings were greater than 0.2 and 0.5 

respectively, thereby revealing only one factor for the EE construct. The EE construct 

comprised five items with the TVET having an eigenvalue of 2.988 and a percentage of 

variance of 59.765 per cent while the UOT had an eigenvalue of 2.739 and a percentage of 

variance of 54.781 per cent. The results reveal that the data for the TVET college contributes 

more to EE than that of the UOT by 4.984 per cent. 

 

6.3.3.2 Assessment of the underlying factors for attitude towards behaviour 

 

The EFA procedure was also conducted for the ATB scale. No cross-loadings of the items were 

detected in analysing the five items of the ATB construct; hence, no item was discarded during 

the EFA. The factor extraction procedure of the ATB scale produced a single-factor structure, 

as shown in Table 6.5.  

 

Table 6.5: Unidimensional factor structure for the attitude towards behaviour 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

ATB1 A career as an entrepreneur is attractive to me 0.631 0.685 0.794 0.828 

ATB2 If I had the opportunity, I would start a 

business 

0.685 0.726 0.828 0.852 

ATB3 If I had the resources, I would start a business 0.676 0.727 0.822 0.853 

ATB4 Being an entrepreneur would lead to great 

satisfaction for me 

0.712 0.738 0.844 0.859 

ATB5 Among various options, I would rather be an 

entrepreneur 

0.578 0.675 0.760 0.822 

Eigenvalue  3.281 3.551 

Percentage of variance 65.628 71.017 

 

Source: Author’s own compilation 

 

The communalities and the factor loadings of each item of the ATB as well as the eigenvalue 

and the percentage of variance for both the TVET college and the UOT samples are shown in 
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Table 6.5. The communalities and factor loadings were greater than 0.2 and 0.5, respectively. 

This result indicates that only one factor for the ATB construct was extracted. The TVET 

college results show an eigenvalue of 3.281 and a percentage of variance of 65.628 per cent 

while the UOT results show an eigenvalue of 3.551 with a percentage of variance of 71.017 

per cent.  

 

6.3.3.3 Assessment of the underlying factors for the subjective norm 

 

The assessment of the underlying factors of the SN was also performed through the application 

of the EFA procedure. After the EFA analysis was performed, item SN4 was deleted due to 

cross-loadings. The factor extraction procedure of the remaining items of the SN scale 

produced a single-factor structure. Its results are shown in Table 6.6.  

 

Table 6.6: Unidimensional factor structure for subjective norm 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

SN1 I believe that my closest family thinks that I 

should pursue a career as an entrepreneur 

0.719 0.728 0.848 0.853 

SN2 I believe that my closest friends think that I 

should pursue a career as an entrepreneur 

0.734 0.782 0.857 0.884 

SN3 I believe that people who are important to me 

think that I should pursue a career as an 

entrepreneur 

0.782 0.839 0.884 0.916 

Eigenvalue  2.235 2.349 

Percentage of variance 74.515 78.289 

 

Source: Author’s own compilation 

 

The communalities and the factor loadings for each item of the SN scale as well as the 

eigenvalue and the percentage of variance for both the TVET college and the UOT samples are 

shown in Table 6.6. The results of the communalities and the factor loadings confirm that the 

three items of the SN scale constitute one factor as their values are greater than 0.2 and 0.5, 

respectively. The TVET college has an eigenvalue of 2.235 and a percentage of variance of 
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74.515 per cent while the UOT has an eigenvalue of 2.349 with a percentage of variance of 

78.289 per cent. 

 

6.3.3.4 Assessment of the underlying factors for perceived behavioural control  

 

The assessment of the underlying factors of the PBC scale was also performed through the 

application of the EFA procedure. No latent factors of the items were found. Hence, no items 

were deleted during the factor analysis. The outcomes of the analysis are shown in Table 6.7. 

  

Table 6.7: Unidimensional factor structure for perceived behavioural control 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

PBC1 To start a business would be easy for me 0.545 0.529 0.739 0.727 

PBC2 I am prepared to start a viable business 0.611 0.655 0.782 0.809 

PBC3 I can control the creation process of a new 

business 

0.701 0.744 0.837 0.862 

PBC4 I know the necessary practical details to start 

a business 

0.439 0.434 0.662 0.659 

PBC5 To keep a business working would be easy for 

me 

0.629 0.686 0.793 0.828 

Eigenvalue  2.926 3.047 

Percentage of variance 58.523 60.937 

 

Source: Author’s own compilation 

 

Table 6.7 provides the outcome of the factor analysis for the PBC scale. The communalities 

and the factor loadings of the items are also above the minimum cut-off values of 0.2 and 0.5 

respectively for both sample groups. The results of the communalities and the factor loadings 

confirm that the five items of the PBC scale constitute one factor. The TVET college has an 

eigenvalue of 2.926 and a percentage of variance of 58.523 per cent while the UOT has an 

eigenvalue of 3.047 with a percentage of variance of 60.937 per cent. 
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6.3.3.5 Assessment of the underlying factors for self-efficacy 

 

The dimensions of the SE scale were determined by means of the application of the EFA 

procedure. No latent factors of the items were found. Hence, no items were discarded during 

the factor analysis. The results of the analysis are shown in Table 6.8.  

 

Table 6.8: Unidimensional factor structure for self-efficacy 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

SE1 I am good at handling unforeseen situations 0.683 0.627 0.826 0.792 

SE2 I am more efficient because I do more work in 

less time 

0.682 0.697 0.826 0.835 

SE3 When confronted with a problem I usually 

find several solutions 

0.532 0.661 0.729 0.813 

SE4 When working in a group I prefer being a 

leader rather than a follower 

0.473 0.471 0.687 0.686 

Eigenvalue  2.369 2.456 

Percentage of variance 59.226 61.403 

 

Source: Author’s own compilation 

 

Table 6.8 depicts the outcome of the factor analysis for the SE scale. Both the communalities 

and the factor loadings of the items of the SE scale are also above the thresholds of 0.2 and 0.5, 

respectively for both sample groups. These results indicate that all four items of the SE 

constitute one factor. The TVET college has an eigenvalue of 2.369 and a percentage of 

variance of 59.226 per cent while the UOT has an eigenvalue of 2.456 with a percentage of 

variance of 61.403 per cent.  

 

6.3.3.6 Assessment of the underlying factors for the need to achieve 

 

Upon application of the EFA to identify the NA scale, no additional factors were discovered, 

and no items were deleted. The results of the analysis are shown in Table 6.9.  

 

 



176 
 

Table 6.9: Unidimensional factor structure for the need to achieve 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

NA1 I work hard 0.713 0.651 0.845 0.807 

NA2 I continue working until everything is perfect 0.695 0.652 0.834 0.808 

NA3 I excel in what I do 0.549 0.524 0.741 0.724 

NA4 I perform tasks with all my heart 0.575 0.674 0.758 0.821 

NA5 I try hard to improve on past work 

performance 

0.602 0.635 0.776 0.797 

NA6 I do very well in fairly difficult tasks relating 

to my study 

0.546 0.533 0.739 0.730 

Eigenvalue  3.680 3.669 

Percentage of variance 61.328 61.157 

 

Source: Author’s own compilation 

 

Table 6.9 provides the results of the EFA procedure conducted on the NA construct. Both the 

communalities and the factor loadings of the items of the NA scale are also above the thresholds 

of 0.2 and 0.5, respectively for both sample groups. The TVET college has an eigenvalue of 

3.680 and a percentage of variance of 61.328 per cent while the UOT has an eigenvalue of 

3.669 with a percentage of variance of 61.157 per cent. Hence, only one NA factor was 

extracted for both the TVET and UOT scales.  

 

6.3.3.7 Assessment of the underlying factors for instrumental readiness 

 

The underlying factors within the IR scale were also analysed by means of the EFA procedure. 

No cross-loadings of the items were detected; hence, no item was discarded during the process. 

The factor extraction procedure of the IR scale produced a single-factor structure. Its results 

are shown in Table 6.10.  
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Table 6.10: Unidimensional factor structure for the instrumental readiness 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

IR1 I have access to capital to start to be an 

entrepreneur 

0.634 0.698 0.796 0.835 

IR2 I have access to supporting information to start 

to be an entrepreneur 

0.590 0.503 0.768 0.709 

IR3 I have good social networks that can be useful 

when I decide to be an entrepreneur 

0.501 0.460 0.707 0.678 

IR4 I have access to property that can be useful 

when I decide to be an entrepreneur 

0.708 0.762 0.841 0.873 

IR5 I have access to equipment that can be useful 

when I decide to be an entrepreneur 

0.727 0.798 0.852 0.893 

Eigenvalue  3.159 3.221 

Percentage of variance 63.185 64.428 

 

Source: Author’s own compilation 

 

The results of the EFA procedure performed on the IR scale are shown in Table 6.10. The 

communalities and the factor loadings of the items of the IR met the recommended minimum 

thresholds of 0.2 and 0.5, respectively for both sample groups. These results confirm that none 

of the items had an underlying latent factor. The TVET college data has an eigenvalue of 3.159 

and a percentage of variance of 63.185 per cent while the UOT data have an eigenvalue of 

3.221 with a percentage of variance of 64.428 per cent. 

 

6.3.3.8 Assessment of the underlying factors for entrepreneurial intention 

 

Only one factor was extracted upon application of the EFA to detect any latent factors in the 

EI scale. Table 6.11 provides the outcomes of the EFA.  
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Table 6.11: Unidimensional factor structure for the entrepreneurial intention 

 

Item  Description  
Communalities 

Factor 

loadings 

TVET UOT TVET UOT 

EI1 My professional goal is to become an 

entrepreneur 

0.627 0.721 0.792 0.849 

EI2 I have seriously thought of starting a business 0.792 0.837 0.890 0.915 

EI3 I am determined to create a business in the 

future 

0.772 0.827 0.879 0.909 

EI4 I will make every effort to run my own 

business 

0.798 0.847 0.893 0.921 

EI5 I am ready to do anything to be an 

entrepreneur 

0.785 0.813 0.886 0.902 

Eigenvalue  3.774 4.045 

Percentage of variance 75.487 80.898 

 

Source: Author’s own compilation 

 

Table 6.11 shows both communalities and the factor loadings of each item as well as the 

eigenvalue and the percentage of variance of the EI construct for both sample groups. The 

communalities and factor loadings were greater than 0.2 and 0.5, respectively, thus revealing 

only one factor for the five items of the EI scale. The TVET data had an eigenvalue of 3.774 

and a percentage of variance of 75.487 per cent and the UOT data had an eigenvalue of 4.045 

and a percentage of variance of 80.898 per cent.  

 

Application of EFA is mainly intended to determine whether the items within any scale indeed 

measure what they are meant to measure. The EFA assists in detecting and decreasing the 

complexity of the items by reducing them to some underlying dimensions (Cleff, 2014:183). 

In the current study, the EFA procedure was used to assess if there was any of the items that 

had cross-loadings thus calling for some re-alignments of the scales. Item SN4 was discarded 

because of cross loadings.  

 

The next section discusses the reliability, validity and descriptive statistics of the constructs 

used to investigate the EI of the students in the present study. 
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6.4 DESCRIPTIVE STATISTICS OF THE CONSTRUCTS 

 

This section aims at providing the descriptive statistical analysis of the constructs of the 

measuring instrument. The descriptive statistics will enable the researcher to determine the 

extent to which the respondents perceive the influence of the EE, ATB, SN, PBC, SE, NA and 

IR on the EI of the respondents. Section B was directed at collecting data on the views of the 

respondents regarding the influence of the EE on the EI of the students, Whilst Section C aimed 

at determining the influence that the “behavioural, psychological and environmental factors” 

have on the EI of the students. The last section of the measuring instrument, Section D, was 

directed at gathering data regarding the intentions of the respondents to start their own 

businesses.  

 

The perceptions of the respondents were measured by means of a seven-point Likert scale. The 

scale ranged from 1=strongly disagree to 7=strongly agree. The mean and standard deviation 

were used to interpret the responses of the respondents and to do the comparison between the 

two selected institutions of higher education. The mean is very useful since it incorporates all 

the scores and provides the average (central tendency) of all the scores (de Sousa Rodrigues, 

2017:621). The interpretation of the means was as follows: x̅ ≥ 6.5 = strongly agree; 5.5 ≤ x̅ < 

6.5 = agree; 4.5 ≤ x̅ < 5.5 = somewhat agree; 3.5 ≤ x̅ < 4.5 = neutral; 2.5 ≤ x̅ < 3.5 = somewhat 

disagree; 1.5 ≤ x̅ < 2.5 = disagree and x̅ <1.5 = strongly disagree. 

 

The standard deviation is the “measure of variability expressed in the same units as data” 

(Sykes, Gani & Vally, 2016:277). Larger values of standard deviation indicate greater 

dispersion from the mean (Curran-Everett, 2008:206). To test the normality of the data, the 

skewness and kurtosis descriptors were utilised as per the guidelines mentioned in Section 

5.7.6.3.  

 

This section begins by providing information regarding the reliability of the constructs of the 

measuring instrument. Thereafter, it provides the mean scores, standard deviations, skewness, 

and kurtosis values of all the constructs.  
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6.4.1 Descriptive statistics for entrepreneurship education 

 

The descriptive statistics for the EE offered at the TVET college and the UOT are presented in 

Table 6.12. 

 

Table 6.12: Descriptive statistics for entrepreneurship education 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

EE1 Entrepreneurial education gives me a feeling of 

independence 

390 5.73 1.365 362 5.43 1.353 

EE2 I have acquired the skills and knowledge needed to 

establish a new business from the entrepreneurship 

course 

390 5.31 1.472 362 5.48 1.217 

EE3 The entrepreneurship course has increased my 

awareness of the duties of entrepreneurs 

390 5.63 1.329 362 5.66 1.202 

EE4 The entrepreneurship course has enhanced my 

understanding of the different sources where I can 

obtain funding to start a new business 

390 5.54 1.523 362 5.23 1.330 

EE5 I have acquired the competencies needed to manage 

a new business from the entrepreneurship course 

390 5.42 1.361 362 5.26 1.216 

Scale mean 5.53  5.41  

Scale skewness -1.438 -0.932 

Scale kurtosis 1.297 0.883 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 

 

Source: Author’s own compilation 

 

Table 6.12 provides the mean scores, skewness and kurtosis of the items of the EE scale for 

both the TVET college and the UOT respondents.  In general, the results depict that both the 

UOT and TVET students demonstrate higher levels of EE. The TVET college students 

especially agree with the following items: EE1 (x̅ =573; SD =1.365) testing whether the content 

of the EE gives the students a feeling of independence, EE3 (x̅ =5.63; SD =1.329) testing 

whether the content of EE has increased the students’ awareness of the duties of entrepreneurs, 

and EE4 (x̅ =5.54; SD =1.523) testing whether the content of the EE has enhanced the students’ 

understanding of the different sources where they can obtain funding to start a new business. 

The TVET college students somewhat agree on EE2 (x̅ =5.31; SD =1.472), which is testing 

whether the students have acquired the skills and knowledge needed to establish a new business 
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from the EE and EE5 (x̅ =5.42; SD =1.361), testing whether the students have acquired the 

competencies needed to manage a new business from the EE. The UOT students only agree on 

statements EE3 (x̅ =5.66; SD =1.202) and EE2 (x̅ =5.48; SD =1.217).  

 

The scale mean for the TVET college respondents (x̅ = 5.53) as compared to that of the UOT 

students (x̅ = 5.41) reveals that the students of the TVET college agree that the content of the 

EE offered at their institution is helping them in their understanding of how to start a business.  

Similarly, the students from the UOT somewhat agree that the EE offered at their institution 

enables them to understand how to start a business. This result suggests that EE has the 

potential of upskilling and equipping students from UOTs and TVETs to become better 

entrepreneurs should they decide to follow a career in entrepreneurship.    

 

6.4.2 Descriptive statistics for attitude towards behaviour 

 

The descriptive statistics for the ATB of the students from the TVET college and the UOT are 

presented in Table 6.13. 

 

Table 6.13: Descriptive statistics for attitude towards behaviour 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

ATB1 A career as an entrepreneur is attractive to me 390 5.49 1.498 362 5.56 1.501 

ATB2 If I had the opportunity, I would start a business 390 6.06 1.309 362 6.09 1.241 

ATB3 If I had the resources, I would start a business 390 6.04 1.227 362 6.04 1.285 

ATB4 Being an entrepreneur would lead to great satisfaction 

for me 

390 5.82 1.234 362 5.78 1.274 

ATB5 Among various options, I would rather be an 

entrepreneur 

390 5.31 1.502 362 5.52 1.483 

Scale mean 5.74   5.80  

Scale skewness -1.180 -1.180 

Scale kurtosis  1.497 0.968 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 

 

Source: Author’s own compilation 

 

Table 6.13 provides the mean scores, skewness and kurtosis for the items in the ATB scale for 

both the TVET college and the UOT respondents. The attitudes demonstrated by the students 
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from both HE institutions portray an inclination towards the creation of new businesses. The 

TVET college students agree with the following items: ATB1 (x̅ =5.49; SD =1.498), testing 

whether a career as an entrepreneur is attractive to the students, ATB2 (x̅ =6.06; SD =1.309), 

testing whether the students would consider starting businesses if there were opportunities of 

doing so, ATB3 (x̅ =6.04; SD =1.227), testing if students would consider starting businesses if 

they had the resources, ATB4 (x̅ =5.82; SD =1.234), which assessed whether it would lead to 

great satisfaction for students if they were entrepreneurs. The TVET college students somewhat 

agreed with item ATB5 (x̅ =5.31; SD =1.502), which tested if students would rather be 

entrepreneurs among other various options. The mean scores for the UOT reveal that students 

agreed with all the statements in the scale as follows: ATB1 (x̅ =5.56; SD =1.501), ATB2 (x̅ 

=6.09; SD =1.241), ATB3 (x̅ =6.04; SD =1.285), ATB4 (x̅ =5.78; SD =1.274) and ATB5 (x̅ 

=5.52; SD =1.483).  

 

The scale mean for the TVET college respondents (x̅ = 5.74) and the UOT (x̅ = 5.80) students 

indicates that the students from both the TVET college and the UOT agree that a career as an 

entrepreneur is attractive to them. Therefore, students from the TVET college and the UOT 

demonstrate similar positive attitudes towards starting their own businesses should 

opportunities arise in the future.  

 

6.4.3 Descriptive statistics for the subjective norm 

 

The descriptive statistics for the SN scale for the students from the TVET college and the UOT 

are presented in Table 6.14. 

 

Table 6.14: Descriptive statistics for subjective norm 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

 
SN1 I believe that my closest family thinks that I should 

pursue a career as an entrepreneur 
390 4.54 1.745 362 4.48 1.590 

SN2 I believe that my closest friends think that I should 

pursue a career as an entrepreneur 

390 4.69 1.798 362 4.74 1.603 

SN3 I believe that people who are important to me think 
that I should pursue a career as an entrepreneur 

390 4.88 1.693 362 4.78 1.666 

Scale mean 4.70  4.67  

Scale skewness -0.715 -0.394 

Scale kurtosis  -0.490 -0.575 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 
 

Source: Author’s own compilation 



183 
 

Table 6.14 provides the mean scores, skewness and kurtosis of the items of the SN scale for 

both the TVET college and the UOT respondents. The results of the analysis reveal that TVET 

college students somewhat agree with the following items: SN1 (x̅ =4.54; SD =1.745) tested 

whether the students believe that their closest family members think they should pursue a career 

as entrepreneurs, SN2 (x̅ =4.69; SD =1.798) assessed whether the students believe that their 

closest friends think that they should pursue a career  as entrepreneurs, and SN3 (x̅ =4.88; SD 

=1.693) tested whether the students believe that other people who are important to them think 

they should pursue a career as entrepreneurs. The mean scores for the UOT respondents also 

reveal that students somewhat agree with all the statements of the scale as follows: SN1 (x̅ 

=4.48; SD =1.590), SN2 (x̅ =4.74; SD =1.603), SN3 (x̅ =4.78; SD =1.666).  

 

An analysis of the overall mean scores for the respondents drawn from the TVET college (x̅ = 

4.70) and the UOT (x̅ = 4.67) depicts a similar view that people closest to them such as family 

members, friends and other important people think they should start their own businesses. 

Therefore, there are similarities from both sample groups with regard to their perceptions 

towards SNs.  

 

6.4.4 Descriptive statistics for perceived behavioural control 

 

The descriptive statistics for the PBC of the students from the TVET college and the UOT are 

presented in Table 6.15. 

 

Table 6.15: Descriptive statistics for perceived behavioural control 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

PBC1 To start a business would be easy for me 390 4.12 1.749 362 3.96 1.550 

PBC2 I am prepared to start a viable business 390 4.90 1.574 362 4.75 1.452 

PBC3 I can control the creation process of a new business 390 5.01 1.385 362 4.72 1.437 

PBC4 I know the necessary practical details to start a 

business 

390 5.15 1.550 362 5.14 1.334 

PBC5 To keep a business working would be easy for me 390 4.91 1.542 362 4.54 1.400 

Scale mean 4.82  4.62  

Scale skewness -0.647 -0.574 

Scale kurtosis  -0.097 -0.121 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 

 

Source: Author’s own compilation 
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Table 6.15 shows the mean scores, skewness and kurtosis of the items in the PBC scale for 

both the TVET college and the UOT respondents. The results of the analysis show that the 

TVET college students somewhat agree with the following items: PBC2 (x̅ =4.90; SD =1.574), 

which explored whether the students are prepared to start a viable business, PBC3 (x̅ =5.01; 

SD =1.385), testing whether the students believe that they can control the creation process of 

a new business, PBC4 (x̅ =5.15; SD =1.550), which tested whether students know the practical 

details to start a business and PBC5 (x̅ =4.91; SD =1.542), which verified whether the students 

perceive keeping the business working would be easy for them. The mean score (x̅ =4.12; SD 

=1.749) of item PBC1 of TVET college students is inclined to the neutral position when tested 

if they perceive starting a business as easy for them. The mean scores for the UOT reveals that 

students also somewhat agree with the following statements: PBC2 (x̅ =4.75; SD =1.452), 

PBC3 (x̅ =4.72; SD =1.437), PBC4 (x̅ =5.14; SD =1.334) and were neutral towards item PBC1 

(x̅ =4.54; SD =1.400).  

 

The overall mean of the TVET college respondents (x̅ = 4.82) and of the UOT (x̅ = 4.62) 

students indicate that the students from both the TVET college and the UOT somewhat agree 

that they have abilities to start and manage a new business. The students from both HE 

institutions thus demonstrate similar attitudes when it comes to perceptions towards their 

abilities to start new businesses. 

 

6.4.5 Descriptive statistics for self-efficacy  

 

The descriptive statistics for the SE of the students from the TVET college and the UOT are 

indicated in Table 6.16. 

 

Table 6.16: Descriptive statistics for self-efficacy 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

SE1 I am good at handling unforeseen situations 390 5.12 1.464 362 4.90 1.378 

SE2 I am more efficient because I do more work in less 

time 

390 5.21 1.463 362 5.00 1.431 

SE3 When confronted with a problem I usually find 

several solutions 

390 5.49 1.296 362 5.25 1.263 
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Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

SE4 When working in a group I prefer being a leader rather 

than a follower 

390 5.24 1.658 362 5.21 1.539 

Scale mean 5.27  5.09  

Scale skewness -0.846 -0.637 

Scale kurtosis  0.273 0.134 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 

 

Source: Author’s own compilation 

 

Table 6.16 shows the mean scores, skewness and kurtosis of the items in the SE scale for both 

the TVET college and the UOT respondents. The mean scores for the scales for the TVET 

college students indicate that students agree with the following items: SE1 (x̅ =5.12; SD 

=1.464), which ascertained whether students perceive themselves as being good at handling 

unforeseen situations, SE2 (x̅ =5.21; SD =1.463), testing whether the students perceive 

themselves as being more efficient because they do more in less time, SE3 (x̅ =5.49; SD 

=1.296), which tested if students are able to find several solutions when confronted with a 

problem, SE4 (x̅ =5.24; SD =1.658), which tested whether the student would prefer to be a 

leader when working in a group. The mean scores of the UOT reveal that students also 

somewhat perceive that they have high SE, as shown by the following scores: SE1 (x̅ =4.90; 

SD =1.378), SE2 (x̅ =5.00; SD =1.431), SE3 (x̅ =5.25; SD =1.263), and SE4 (x̅ =5.21; SD 

=1.539).  

 

The overall mean score for the TVET college respondents (x̅ = 5.27) and for the UOT (x̅ = 

5.09) students indicates that the students from both institutions commonly agree in perceiving 

that they are capable of handling any tasks successfully. This implies that the two student 

groups share similar attitudes towards their abilities to become entrepreneurs. 

 

6.4.6 Descriptive statistics for the need to achieve 

 

The descriptive statistics for the NA of the students from the TVET college and the UOT are 

presented in Table 6.17. 
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Table 6.17: Descriptive statistics for the need to achieve 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

NA1 I work hard 390 6.20 1.042 362 5.93 1.132 

NA2 I continue working until everything is perfect 390 6.16 1.031 362 5.94 1.064 

NA3 I excel in what I do 390 5.98 1.007 362 5.80 1.041 

NA4 I perform tasks with all my heart 390 6.19 1.033 362 5.71 1.205 

NA5 I try hard to improve on past work performance 390 6.08 1.090 362 5.98 1.071 

NA6 I do very well in fairly difficult tasks relating to my 

study 

390 5.82 1.074 362 5.57 1.185 

Scale mean 6.07  5.82  

Scale skewness -1.940 -0.764 

Scale kurtosis  3.484 0.390 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 

 

Source: Author’s own compilation 

 

Table 6.17 provides the mean scores, skewness and kurtosis of the items for the NA construct 

for both the TVET college and the UOT respondents. The mean scores for the TVET college 

students indicate that the they agree with NA1 (x̅ =6.20; SD =1.042), which tested whether the 

students do work hard, NA2 (x̅ =6.16; SD =1.031), which tested whether the students persevere 

and continue working until everything is perfect, NA3 (x̅ =5.98; SD =1.007), which tested if 

students do excel in what they do, NA4 (x̅ =6.19; SD =1.033), which tested whether the 

students perform their tasks with all of their heart, NA5 (x̅ =6.08; SD =1.090), which tested if 

students try hard to improve on past work performance and NA6 (x̅ =5.82; SD =1.074), which 

tested whether students do very well in fairly difficult tasks relating to their studies. The mean 

scores of the UOT also reveal that students agree with all the statements in the scale as follows: 

NA1 (x̅ =5.93; SD =1.132), NA2 (x̅ =5.94; SD =1.064), NA3 (x̅ =5.80; S D =1.041), NA4 (x̅ 

=5.71; SD =1.205), NA5 (x̅ =5.98; SD =1.071). (x̅ =5.57; SD =1.185). 

 

The mean scores for both HE institutions (x̅ = 6.07 for the TVET) and (x̅ = 5.82 for the UOT), 

show that the students from both the institutions commonly agree that they possess the ‘NA’ 

drive. This shows that both sample groups share the same attitudes regarding their NA.   
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6.4.7 Descriptive statistics for instrumental readiness 

 

The descriptive statistics for the IR of the students from the TVET college and the UOT are 

shown in Table 6.18. 

 

Table 6.18: Descriptive statistics for instrumental readiness 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

IR1 I have access to capital to start to be an entrepreneur 390 3.86 1.924 362 3.39 1.765 

IR2 I have access to supporting information to start to be 

an entrepreneur 

390 4.72 1.717 362 4.57 1.628 

IR3 I have good social networks that can be useful when I 

decide to be an entrepreneur 

390 4.94 1.743 362 4.63 1.689 

IR4 I have access to property that can be useful when I 
decide to be an entrepreneur 

390 4.16 2.031 362 3.63 1.763 

IR5 I have access to equipment that can be useful when I 

decide to be an entrepreneur 

390 4.06 1.989 362 3.58 1.873 

Scale mean 4.35  3.96  

Scale skewness -0.350 -0.060 

Scale kurtosis  -0.988 -0.395 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly 
agree 

 

Source: Author’s own compilation 

 

The results of the analysis of the statistics in Table 6.18 indicate that the TVET college students 

somewhat agree with the following statements: IR2 (x̅ =4.72; SD =1.717), which tested if 

students have access to supporting information to start to be entrepreneurs and IR3 (x̅ =4.94; 

SD =1.743), which tested whether the students have good social networks that can be useful 

when they decide to be entrepreneurs. The TVET college students took a neutral stance with 

items IR1 (x̅ =3.86; SD =1.924), testing if students have access to capital to start to be 

entrepreneurs, IR4 (x̅ =4.16; SD =2.031), which tested whether they have access to property 

that can be useful when they decide to be entrepreneurs, and IR5 (x̅ =4.06; SD =1.989), which 

tested if students have access to equipment that can be used when they decide to be 

entrepreneurs. The mean scores for the UOT also followed the same trend as the TVET college 

respondent results. The UOT students somewhat agree with the statements of items IR2 (x̅ 

=4.57; SD =1.628) and IR3 (x̅ =4.63; SD =1.689). The UOT students took a neutral stance on 
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the following items: IR1 (x̅ =3.39; SD =1.765), IR4 (x̅ =3.63; SD =1.763) and IR5 (x̅ =3.58; 

SD =1.873).  

 

Out of all the constructs of the current study, IR seems to be the lowest ranking factor among 

the students. The overall scale mean scores for the TVET college respondents (x̅ = 4.35) and 

of the UOT (x̅ = 3.96) were both closer to the neutral position on the Likert scale. This shows 

that the students from both the TVET college and the UOT are not sure whether they have the 

resources that are required for starting a business. Thus, students from both HE institutions 

similarly seem to be uncertain if they possess the IR necessary to venture into entrepreneurship.   

 

6.4.8 Descriptive statistics for entrepreneurial intention 

 

The descriptive statistics for the EI of the students from the TVET college and the UOT are 

presented in Table 6.19. 

 

Table 6.19: Descriptive statistics for entrepreneurial intention 

 

Item  Description  TVET UOT 

n x̅ SD n x̅ SD 

EI1 My professional goal is to become an entrepreneur 390 5.13 1.712 362 5.02 1.681 

EI2 I have seriously thought of starting a business 390 5.52 1.519 362 5.46 1.574 

EI3 I am determined to create a business in the future 390 5.75 1.410 362 5.73 1.441 

EI4 I will make every effort to run my own business 390 5.86 1.379 362 5.70 1.483 

EI5 I am ready to do anything to be an entrepreneur 390 5.65 1.482 362 5.49 1.493 

Scale mean 5.58  5.48  

Scale skewness -1.184 -1003 

Scale kurtosis  0.919 0.301 

1=strongly disagree; 2=disagree; 3=somewhat disagree; 4=neutral; 5=somewhat agree; 6=agree; 7=strongly agree 

 

Source: Author’s own compilation 

 

An  analysis of the responses in Table 6.19 shows that the TVET college students agree with 

the statements of the following items: EI2 (x̅ =5.52; SD =1.519), which assessed  if students 

have seriously thought of starting a business, EI3 (x̅ =5.75; SD =1.410), which investigated 

whether the students are determined to create a business in the future, EI4 (x̅ =5.86; SD 

=1.379), which investigated whether students will make every effort to run their own 
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businesses and EI5 (x̅ =5.65; SD =1.482) which inquired whether students are ready to do 

anything to be entrepreneurs. The TVET college students somewhat agreed with item EI1 (x̅ 

=5.13; SD =1.712), which explored if the professional goal of students is to become 

entrepreneurs. The mean scores for the UOT followed the same trend as the results of the TVET 

college students. The mean scores for the UOT reveal that students also agree with the 

statements in the following items: EI2 (x̅ =5.46; SD =1.574), EI3 (x̅ =5.73; SD =1.441), EI4 (x̅ 

=5.70; SD =1.483) and EI5 (x̅ =5.49; SD =1.493) and somewhat agree with item EI1 (x̅ =5.02; 

SD =1.681).  

 

The mean score for the TVET college respondents (x̅ =5.58) and of the UOT students (x̅ = 

5.48) indicates that the students from both the TVET college and the UOT agree that they have 

intentions of starting their own businesses. For both sample groups no differences in their 

attitudes towards EI were detected in the analysis. 

 

Assumption of normality of data 

 

Various statistical analysis techniques such as correlations and regression assume the principle 

of normality, thus rendering any tests for normality crucial (Mishra et al., 2019:70). Tests for 

normality should, therefore, be taken as a prerequisite for most statistical tests (ibid.). The 

current study made use of the D’Argostino’s K-squared test which is the normality test based 

on descriptive measures, namely, skewness and kurtosis. The skewness and kurtosis values for 

all the constructs as presented in Table 6.12 to Table 6.19, were within the prescribed guidelines 

mentioned in Section 5.7.6.3. All skewness values for the scales were between the range of -2 

and +2, and the kurtosis values were within the prescribed range of -3 and +2 (Bono et al., 

2020:3). Additionally, an analysis of the standard deviations in all results shows values closer 

to one another. This implies that values are not widely spread from one another since the 

dispersion from the mean is minimal, thereby confirming that the data were normally 

distributed. 

 

The next section discusses the comparison of the overall mean scores for both the TVET and 

UOT students.  
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6.5 THE COMPARISON OF THE OVERALL MEAN SCORES FOR THE TVET AND 

UOT RESPONDENTS 

 

Taking a closer look at the aggregate mean scores of the results of both the TVET college and 

the UOT respondents, marginal differences were detected. Figure 6.6 provides a graphical 

illustration of these differences. 

 

    

 

Figure 6.6: The comparison between the mean scores of the TVET college and the UOT                                  

Source: Author’s own compilation  

 

Figure 6.6 graphically illustrates the mean scores of all the scales considered in the current 

study for the TVET college and the UOT responses. The UOT readings are slightly lower than 

those of the TVET college on all the constructs except for the ATB. The UOT students showed 

slightly more positive attitudes towards starting businesses than the TVET college students. In 

contrast, the EE of the TVET college was marginally more effective and beneficial to the TVET 

college students than to those from the UOT. This could be attributed to the length of time that 

the students at the TVET college are exposed to EE. At the TVET college, students are taught 

entrepreneurship from N3 till N6, whereas at most UOTs they are only offered EE for one 

semester. Even though the results on PBC, SE, NA, IR and EI were similar for both institutions, 

the UOT scores were slightly lower than that of the TVET college consistently. Interestingly, 

despite the low scores on the IR, both sample groups showed that they intend to start their own 

businesses. However, since the differences were modest on all factors, the same pattern of 
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behaviours was demonstrated for both sample groups. Overall, the selected sample groups are 

similar in all aspects considered.   

 

The results of the current study suggest that there is a notable development and improvement 

in the EI of the students after they attended lectures on EE. This result is in line with previous 

research. As posited by Malebane (2016:365), many researchers concur that entrepreneurial 

tendencies are not inborn but can be learnt and taught successfully. EE has proven to be useful 

in contributing to the development of the students’ EI (Lüthje & Franke, 2003:137; Fayolle, 

Gailly & Lassas-Clerc, 2006:709; Souitaris et al., 2007:585; Steenkamp et al., 2011:51; Küttim 

et al., 2014:659). Malebane (2016:366), further suggests that EE should also enhance the ability 

of the students to discover, evaluate and exploit opportunities in the marketplace. Therefore, 

entrepreneurial programmes in HEIs are effective in transforming students into thinking of 

becoming entrepreneurs.   

 

It has also been proven by previous studies that personal characteristics and several 

psychological/cognitive factors perform an important role in the development of EI (Rodrigues 

et al., 2019:2). The results of the current study have likewise proven to be in line with this 

notion. However, in the current study, students from both the TVET and the UOT seem to be 

in doubt regarding their perceived levels of IR. One of the psychological factors on which EE 

has an impact is ATB. Individuals that have positive attitudes towards starting their own 

businesses demonstrate a high propensity to start businesses when compared to those that have 

negative attitudes. EE has thus proven to be significant in enhancing the attitude of students 

towards starting their own businesses (Karlsson & Moberg, 2013:1-11).  

 

The next section presents the results of the correlation analysis of the variables used in the 

current study.  

 

6.6 RESULTS OF THE CORRELATION ANALYSIS 

 

Correlations can be defined as the measure of strength of the linear relationship between 

phenomena or two quantitative variables (Pietersen & Maree, 2016:264; Akoglu, 2018:91). In 

the case where there is a linear relationship, changes occurring in one variable could be 

attributed to changes occurring in the other variable. It should, however, be noted that 

correlation does not imply causation (Akoglu, 2018:91). There are usually two types of 
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correlation analyses a researcher can deploy, namely, Pearson correlation and Spearman 

correlation. If the data collected are ordinal (uses ranks) a researcher can use the Spearman 

correlation coefficients (Cleff, 2014:83; Pietersen & Maree, 2016:264), while the Pearson 

correlation analysis can be performed on normally distributed data (Schober, Boer & Schwarte, 

2018:1764). Since the data in the present study are normally distributed, the use of the Pearson 

correlation analysis was deemed appropriate.      

 

The results of the Pearson correlation analysis of the present study are presented in Table 6.20 

and Table 6.21 for the TVET college and the UOT, respectively. Pearson correlations were 

applied in this study because the data were normally distributed, making parametric statistics 

suitable for application in the current analysis (Rebekić, Lončarić, Petrović & Marić, 2015:49). 

The interpretation of the correlation coefficient values was as follows: +1 and -1= perfect; +0.9 

and -0.9 = strong; +0.8 and -0.8 = strong; +0.7 and -0.7 = strong; +0.6 and -0.6= moderate; 

+0.5 and -0.5= moderate; +0.4 and -0.4= moderate; +0.3 and -0.3= weak; +0.2 and -0.2= weak; 

+0.1 and -0.1= weak and 0=none (Akoglu, 2018:92). The positive values indicate that the 

association between the variables is positive, thus taking the same direction, whereas those that 

are negative take opposite directions.  

 

Table 6.20: Pearson’s correlation results for the TVET college sample 

 

Factors EE ATB SN PBC SE NA IR EI 

EE 1.000        

ATB 0.457** 1.000       

SN 0.287** 0.432** 1.000      

PBC 0.404** 0.525** 0.455** 1.000     

SE 0.318** 0.422** 0.322** 0.525** 1.000    

NA 0.402** 0.477** 0.145** 0.341** 0.474** 1.000   

IR 0.249** 0.194** 0.416** 0.586** 0.313** 0.141** 1.000  

EI 0.438** 0.675** 0.491** 0.464** 0.350** 0.356** 0.357** 1.000 

EE=entrepreneurship education; ATB=attitude towards behaviour; SN=subjective norm; 

PBC=perceived behavioural control; SE=self-efficacy; NA= need to achieve; 

IR=instrumental readiness; EI=entrepreneurial intention  

** Correlation is significant at p< 0.000 level (2-tailed) 

 

Source: Author’s own compilation 
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Table 6.20 shows the results of the inter-factor correlation analysis for the TVET college 

sample group. The aim for performing the correlation analysis in the present study, is to 

determine how the factors measured in the current study are associated with one another (Hung, 

Bounsanga & Voss, 2017:2). The strongest correlation (r=0.675; p=0.000) in Table 6.20 is 

observed between the ATB and the EI of the students while the weakest is between NA and IR 

(r=0.0141; p=0.000). The discussion of the results of the correlation tests for the TVET sample 

is presented from Section 6.6.1 to Section 6.6.13.    

 

The inter-factor correlations for the UOT Sample are presented in Table 6.21. 

 

Table 6.21: Pearson’s correlation results of the UOT sample 

 

Factors EE ATB SN PBC SE NA IR EI 

EE 1.000        

ATB 0.414** 1.000       

SN 0.320** 0.532** 1.000      

PBC 0.304** 0.482** 0.549** 1.000     

SE 0.374** 0.435** 0.454** 0.516** 1.000    

NA 0.393** 0.444** 0.348** 0.331** 0.595** 1.000   

IR 0.206** 0.209** 0.341** 0.464** 0.315** 0.163** 1.000  

EI 0.301** 0.737** 0.477** 0.490** 0.497** 0.454** 0.237** 1.000 

EE=entrepreneurship education; ATB=attitude towards behaviour; SN=subjective norm; 

PBC=perceived behavioural control; SE=self-efficacy; NA= need to achieve; 

IR=instrumental readiness; EI=entrepreneurial intention  

** Correlation is significant at 0.000 level (2-tailed) 

 

Source: Author’s own compilation 

 

Table 6.21 shows the results of the correlation analysis of the UOT sample group, showing 

how the constructs measured in the present study are associated with one another. From Table 

6.21, the strongest correlation (r=0.737; p=0.000) is observed between ATB and the EI of the 

students while the weakest (r=0.163; p=0.000) is found between NA and IR. A more detailed 

discussion of the inter-factor correlations for the TVET college sample is provided from 

Section 6.6.1 to Section 6.6.13.   
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6.6.1 A comparison of the correlations between entrepreneurship education and 

entrepreneurial intentions for the TVET and UOT sample groups 

 

Table 6.20 shows that there is a moderate positive and significant correlation between EE and 

EI (r=0.438; p=0.000) in the TVET college sample group. Comparatively, Table 6.21 shows a 

rather weak positive and significant correlation between EE and EI (r=0.301; p=0.000) of the 

UOT sample group. This indicates that as the level of EE increases, the EI of the students at 

the TVET college will increase moderately, while the EI of the students at the UOT will also 

increase but at a slightly weaker rate than that of the TVET college sample group. Similar 

results have also been reported in several studies in the past. For instance, a study by Heuer 

and Kolvereid (2013:516) amongst the Belgian students who were enrolled in four types of EE, 

and Norwegian students who only enrolled for two types of EE showed that there was a 

significant positive weak correlation between the EE and the EI.   Also, a study conducted by 

Maresch, Harms, Kailer and Wimmer-Wurm (2016:176) on Austrian university students, 

reported an extremely weak positive correlation between the EE and EI of students. In South 

Africa, the study conducted by Muofhe and du Toit (2011:13) using a sample of final-year 

students who were enrolled for EE, and non-entrepreneurship students of a HEI in 

Johannesburg, reported a significantly positive moderate correlation between the EE and EI. 

Therefore, the EI of students drawn from both the TVETs and UOTs are likely to either increase 

or decrease in line with their level of exposure to education that is aimed at improving 

entrepreneurship.  

 

6.6.2 A comparison of the correlations between entrepreneurship education and 

attitude towards behaviour for the TVET and UOT sample groups 

 

The correlations between EE and ATB were moderate, positive and significant for both the 

TVET college sample group (r=0.457; p=0.000) in Table 6.20 and the UOT sample group 

(r=0.414; p=0.000) in Table 6.21. This indicates that as the level of EE increases, the ATB of 

the students from both institutions of higher education will also increase moderately and vice-

versa. Some previous studies (for example, Muofhe & du Toit, 2011:13; Heuer & Kolvereid, 

2013:516) similarly reported significant positive correlations between EE and ATB. However, 

in contrast, the results of the study conducted by Ahmed et al. (2017:12) at eight universities 

in Pakistan on final-year students who were enrolled for EE and a MBA, found no association 

between the EE and the ATB of students. Also, another comparative study conducted by 
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Maresch et al. (2016:176) in Austria between the engineering and business studies students 

from 23 Austrian universities, found no association between these two constructs.  

 

The variations of the results above could be attributed to several environmental factors. As 

noted earlier in Section 3.3.3.5, the environmental context in which a study is undertaken could 

reportedly be different from other environments. According to Walter and Block (2016:228), 

institutional environments play a vital role in the effectiveness of EE. In entrepreneurship-

hostile institutional environments, EE becomes more effective (Walter & Block, 2016:228), 

since it becomes a vital tool by which individuals could be guided through starting and 

managing new businesses, thus influencing their attitude towards starting new businesses. In 

South Africa, instrumental resources such as access to capital and business information, as 

indicated in Section 4.3.6.1 and Section 4.3.6.2 respectively, remain a challenge for prospective 

entrepreneurs, which could be eased through the implementation of EE.    

 

The correlation results between the EE and ATB for both sample groups are similar in the sense 

that if EE improves the ATB for the TVET college students as well as that of the UOT students 

will improve as well. Also, in the case where the EE declines, so will the ATB of both the 

TVET college and UOT students.    

 

6.6.3 A comparison of the correlations between entrepreneurship education and 

subjective norm for the TVET and UOT sample groups 

 

The results in Table 6.20 for the TVET college (r=0.287; p=0.000) and Table 6.21 for the UOT 

(r=0.320; p=0.000) reveal that there is a significant but weak positive correlation between the 

EE and SN for both sample groups. This demonstrates that if there are any changes occurring 

in EE, marginal changes will also occur in the SN of the students. In line with this result, 

similarly weak positive responses of the SN on the amount of the variations occurring on the 

EE for both the TVET college and the UOT students are observed. This suggests that both 

sample groups in this regard display the same attitudes.  
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6.6.4 A comparison of the correlations between entrepreneurship education and 

perceived behavioural control for the TVET and UOT sample groups 

 

Regarding the results of the correlation between the EE and the PBC of students, for the TVET 

college in Table 6.20 the analysis shows that there is a significant and moderately positive 

correlation between these two constructs (r=0.404; p=0.000). Table 6.21 shows that for the 

UOT students, the correlation between the EE and the PBC is rather weak and still significant 

(r=0.304; p=0.000). These results imply that for the TVET college students, as the level of EE 

changes the PBC will also increase in the same direction but moderately. Similarly, the PBC 

of the UOT students will increase, albeit rather marginally in the same direction as the EE. The 

results of the present study confirm those of a study by Muofhe and du Toit (2011:13), which 

indicates a weak association between the EE and PBC of students drawn from a selected 

university in the Gauteng province in South Africa. However, a study by Maresch et al. 

(2016:176) reported that there was no significant correlation that existed between EE and PBC. 

This being the case, both the TVET college and UOT students demonstrate similar attitudes 

regarding the perceived amount of control over the act of starting new businesses when a 

certain amount of EE has been offered to them.   

 

6.6.5 A comparison of the correlations between entrepreneurship education and self-

efficacy for the TVET and UOT sample groups 

 

The results of the correlation analysis between the EE and the EI of the TVET college are 

presented in Table 6.20 and of the UOT in Table 6.21. The results of the TVET college 

(r=0.318; p=0.000) showed that there is a significant positive yet weak correlation between the 

EE and the SE of the students. This suggests that as changes are occurring in EE, the SE of 

students will also show a small change in the same direction as the EE. The results of the UOT 

presented in Table 6.21 (r=0.374; p=0.000) show that there is a significant positive and 

moderate correlation between the EE and the SE of students. This illustrates that as changes 

occur in EE, the SE of students will also change moderately in the same direction as that of the 

EE. These results are in line with the results of Muofhe and du Toit (2011:13). The results of 

their study indicated that there is a significant positive correlation between EE and the SE of 

the university students in the Gauteng province in South Africa. Thus, the SE of students from 

both types of HEIs will either improve or decline in line with the changes occurring in the EE 

they receive.   
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6.6.6 A comparison of the correlations between entrepreneurship education and the 

need to achieve for the TVET and UOT sample groups 

 

The present study also investigated the mediating effect that NA has between EE and the EI of 

students. This called for the testing of the correlation between EE and the NA of the students. 

The results of the TVET college are presented in Table 6.20 (r=0.402; p=0.000) and of the 

UOT in Table 6.21 (r=0.393; p=0.000). For both sample groups, the results reveal that there is 

a significant positive and moderate correlation between the EE and the NA of the students. 

These results indicate that as changes occur in one construct the other will also change 

moderately towards the same direction. Therefore, a comparison of the results of the TVET 

college and the UOT sample groups shows that EE and NA increase/decrease correspondingly 

in students from both groups.   

 

6.6.7 A comparison of the correlations between entrepreneurship education and 

instrumental readiness for the TVET and UOT sample groups 

 

The mediating effect of the IR between the EE and the EI of students was also investigated in 

the current study. This also called for the testing of the correlation analysis between the EE and 

the IR constructs. The results of the TVET college shown in Table 6.20 (r=0.249; p=0.000) 

and for the UOT in Table 6.21 (r=0.206; p=0.000), all indicate that there is a significant and 

positive weak correlation between EE and the IR constructs. This denotes that EE has a weak 

influence on the availability of instrumental resources the students might need to start new 

businesses. This being the case, it is construed that EE only changes IR marginally for both 

sample groups.   

 

6.6.8 A comparison of the correlations between attitude towards behaviour and 

entrepreneurial intention for the TVET and UOT sample groups 

 

Table 6.20 presents the correlation results (r=0.675; p=0.000) of the ATB and the EI of the 

TVET college students and Table 6.21 presents the correlation results (r=0.737; p=0.000) of 

the UOT students. These results reveal that there is a significant and positive strong correlation 

between the ATB and the EI of the students. Meaning, as the attitudes towards starting 

businesses change, there will be a strong change in the EI of the students facing the same 

direction as that of the ATB. These results confirm the results of the study conducted by Urban 
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and Chantson (2019:967), in which the correlation between the ATB and the EI of the 

university agents of the South African universities proved to be significant and positively 

strong. Similarly, a study by Souitaris et al. (2007:580) conducted in Europe indicates that 

there is a significant and positive correlation between the ATB and the EI of the science and 

engineering students in two major universities in Europe. However, their study showed a 

moderate correlation between these constructs. Therefore, the association between the ATB 

and EI of students is significant such that any increase or decrease in the level of ATB 

stimulates a strong response in the EI of the students from both HEIs.  

 

6.6.9 A comparison of the correlations between subjective norm and entrepreneurial 

intention for the TVET and UOT sample groups 

 

The results of the correlation analysis between the SN and the EI of the students are presented 

in Table 6.20 for the TVET college (r=0.464; p=0.000) and in Table 6.21 (r=477; p=0.000) for 

the UOT students. Both results show that there is a significant and positive moderate correlation 

between EE and the EI of students. This suggests that for any changes that could occur on any 

of the constructs, the other will also change moderately towards the same direction. These 

results are in line with the studies conducted by Souitaris et al. (2007:580) and Urban and 

Chanston (2019:967) in which a significant and positive moderate correlation between the SN 

and the EI was discovered. In the study conducted by Maresch et al. (2016:176), a significant 

and positive weak correlation was reported. All these studies confirm a significant and positive 

correlation between the SN and EI of students. Hence, the correlation results show that the SN 

moderately improves the EI of both TVET and UOT students in a similar way.  

 

6.6.10 A comparison of the correlations between perceived behavioural control and 

entrepreneurial intention for the TVET and UOT sample groups 

 

The results of the correlation analysis for the PBC and the EI of the TVET college presented 

in Table 6.20 show that there is a significant and positive moderate correlation between the 

PBC and the EI of students. Table 6.21 also indicates a significant, positive and moderate 

correlation between the PBC and the EI of the UOT students. These results denote that for any 

changes occurring on any of these two constructs there would be a moderate change on the 

other construct in the direction of the construct that initially experienced the change. These 

results support the results of the study by Malebane (2014:136) that also reported a significant, 
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positive and moderate correlation between the PBC and the EI of the university students in the 

Limpopo province in South Africa. The studies of Soutaris et al. (2007:580) and Maresch et 

al. (2016:176) also reported a significant, positive but weak correlation between these two 

constructs. In view of this, beliefs about the presence of factors that may support or hinder the 

act of starting new businesses is perceived important by both sample groups. This suggests that 

PBC and EI increase/decrease in line with each other.  

 

6.6.11 A comparison of the correlations between self-efficacy and entrepreneurial 

intention for the TVET and UOT sample groups 

 

Table 6.20 shows that the correlations between the SE and EI of the TVET college students is 

significant, positive and moderate (r=0.350; p=0.000). Table 6.21 shows the correlation 

analysis results of the UOT (r=0.490; p=0.000) also revealing that there is a significant, positive 

and moderate correlation between SE and the EI of the students. This means that as the SE of 

students increases, so will the EI of the students but moderately and vice versa. There is 

evidence from several studies that indicated a positive association between SE and the EI of 

individuals. For instance, the longitudinal study conducted by Shinnar et al. (2014:565) in the 

USA on students who enrolled for an introductory entrepreneurship course during two 

semesters of 2011 and 2012, reported a significant, positive and moderate correlation between 

SE and EI of students. Another study conducted by Puni et al. (2018:502) in Ghana on final 

year undergraduate students, revealed that there was a significant, positive and moderate 

correlation between SE and the EI of students. Therefore, the results of the current study prove 

to be in line with the mainstream literature. This confirms the positive moderating effect that 

SE has on the EI of the students from both institutions.  

 

6.6.12 A comparison of the correlations between need to achieve and entrepreneurial 

intention for the TVET and UOT sample groups 

 

The results of the correlation analysis presented in Table 6.20 for the TVET college (r=0.356; 

p=0.000) and in Table 6.21 for the UOT (r=0.454; p=0.000) show a significant, positive and 

moderate correlation between the NA and EI of students. These results signify that should there 

be changes in the NA, the changes that would occur on the EI of students from both HEIs 

would be moderate and would be directed exactly the same as those of the NA. Between the 
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TVET college and the UOT results, no notable differences in the association between NA and 

EI were detected when compared against each other.  

 

6.6.13 A comparison of the correlations between instrumental readiness and 

entrepreneurial intention for the TVET and UOT sample groups 

 

The results of the correlation analysis as presented in Table 6.20 for the TVET college 

(r=0.357; p=0.000) show a significant, positive and moderate correlation between the IR and 

the EI of the students. This suggests that for any change that would occur on IR there would be 

a moderate change on the EI of the students and vice versa. Table 6.21 presents the correlation 

results of the UOT students (r=0.237; p=0.000) implying that there is a significant, positive 

and weak correlation between the IR and the EI of the students. This denotes that, should there 

be changes in the IR, weak changes would occur in the EI of students facing the same direction 

as the changes to the IR. IR has been shown to be significant and positively correlated to the 

EI of the students for both sample groups. This implies that similar behavioural patterns for 

these two constructs would be observed in both sample groups.  

 

The next section presents the results of the regression analysis. 

 

6.7 REGRESSION ANALYSIS 

 

The previous section discussed the associations between the different constructs considered in 

this study. Since the correlation analysis does not test the predictive effect (Akoglu, 2018:91), 

the current study employed regression statistical analysis to test the predictive relationship 

between the constructs investigated in this study. The regression analysis provided insight 

regarding the predictive power of the EE and the behavioural, psychological and environmental 

factors on the EI of the students. Also, by means of the statistical R-squared, the regression 

analysis reveals how well the EE, and the behavioural, psychological and environmental factors 

explain the EI of the students (Sreejesh et al., 2014:195; Neuman, 2014:421).  

 

The two types of regression analysis usually applied in research are bivariate and multiple 

regression analysis. A bivariate regression analysis is the regression analysis that has one 

independent variable and one dependent variable (Keith, 2015:4). On the other hand, multiple 

regression analysis has more than one dependent and independent variable and can be applied 
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either by adding the predictor variable simultaneously or sequentially (Keith, 2015:18). For the 

present study, both bivariate and multiple regression analyses were conducted. In the case 

where multiple regression analysis was conducted, the predictor variable was entered 

simultaneously.  

 

The effects of multicollinearity in the present study were also taken into consideration since it 

is considered a potential threat to the accuracy of the regression coefficient results (Yoo, 

Mayberry, Bae, Singh, He & Lillard Jr, 2014:2; Vatcheva, Lee, McCormick, & Rahbar, 

2016:2). Multicollinearity refers to a situation where two or more of the independent variables 

are correlated thus leading to an inflated magnitude of regression coefficients. The literature 

highlights several ways to control such problems (Yoo et al., 2014:2). The example of such 

measures is the determination of the variance inflation factor (VIF), and the tolerance level 

values. According to Daoud (2017:4), the VIF is the tool utilised to “measure and quantify how 

much the variance is inflated”. A VIF value less than or equal to 10 (VIF ≤ 10) is regarded as 

an indicator of minimal correlation and a value of 1 (VIF =1) is regarded as perfectly no 

correlation. Any VIF value above 10 (VIF > 10) is regarded as high correlation. An ideal value 

should, therefore, be less than ten (Yoo et al., 2014:2).   

 

The tolerance level on the other hand, is the “amount of variability in one independent variable 

that is not explained by the other independent variable” (Daoud, 17:7). A tolerance value of 

less than 0.10 indicates the existence of multicollinearity (Daoud, 2017:5). These rules of 

thumb were therefore followed in the present study to test for multicollinearity. This section 

presents sixteen regression models that were run to ascertain the proposed relationships 

amongst the constructs in both the selected UOT and TVET college results.  

 

6.7.1 Regression analysis for entrepreneurship education and entrepreneurial intention 

for the TVET college 

 

Model 1 of the regression analysis verified the relationship between EE and the EI among 

TVET college students. The EE construct was entered into the regression analysis as the 

independent variable and the EI of students was entered as the dependent variable. The results 

are provided in Table 6.22.   
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Table 6.22: Regression model 1: entrepreneurship education and entrepreneurial 

intention for the TVET college 

 

Independent 

variable: 

entrepreneurship 

education 

 

Dependent variable: entrepreneurial intentions Tolerance Variance 

inflation 

factor (VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant 2.686 0.307  8.743 0.000*   

Entrepreneurship 

education 

0.524 0.055 0.438 9.607 0.000* 1.000 1.000 

R=0.438                         R2=0.192                   Adjusted R2=0.190               F=92.291               * sig at p<0.05 

 

Source: Author’s own compilation  

 

Table 6.22 shows the results of the regression analysis for the TVET college sample between 

EE as the independent variable and the EI as the dependent variable (β=0.438; t=9.607; 

p=0.000). These results indicate that EE is a significant and positive predictor of the EI of the 

students, and it explained about 19 per cent of the students’ EI (adjusted R2=0.190). These 

results are in line with the results of the study conducted by Iwu et al. (2016:175) at a selected 

South African UOT, which considered students who enrolled for the entrepreneurship module. 

Their study found EE to be significantly and positively related to the students’ EI. Similarly, a 

study by Liu, Lin, Zhao and Zhao (2019:6) among students from several universities in the 

province of Fujian in China, in which the effects of EE on the EI of students was investigated, 

found that EE predicts EI. Also, a study by Ndofirepi (2020:13) focused on a sample of 

vocational education students at a Zimbabwean polytechnic who were about to complete a 

year-long compulsory course in entrepreneurship skills development. The respondents were 

selected from the field of applied sciences, business studies and engineering.  

 

The results revealed that EE has predictive influence on the EI of the students. This implies 

that as students are exposed to EE, the higher are their chances of starting their own businesses.  

In contrast, the results of the current study are inconsistent with the results reported by 

Mahendra et al. (2017:64) in which the effect of EE on the EI of students was investigated. 

The sample of their study were students in the Department of Management, Faculty of 

Economics at the State University of Malang in Indonesia who were enrolled for an EE course 
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during the academic years 2014 and 2015. Their study revealed that EE has no significant 

influence on the EI of the students. The reasons behind such inconsistencies could be that in 

entrepreneurship-hostile institutional environments, EE becomes more effective (Walter & 

Block, 2016:228), as opposed to the friendlier contexts since people would depend less on EE 

in such environments thus rendering it ineffective. 

 

6.7.2 Regression analysis of entrepreneurship education and attitude towards 

behaviour for the TVET college 

 

Model 2 of the regression analysis explored the relationship between EE and the ATB of the 

TVET college students. The EE construct was entered into the regression analysis as the 

independent variable and the ATB of students was entered as the dependent variable. The 

results are presented in Table 6.23.   

 

Table 6.23: Regression model 2: entrepreneurship education and attitude towards 

behaviour for the TVET college 

 

Independent 

variable: 

entrepreneurship 

education  

Dependent variable: attitude towards behaviour Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant   3.200 0.256  12.493 0.000*   

Entrepreneurship 

education  

0.460 0.045 0.457 10.118 0.000* 1.000 1.000 

R=0.457                         R2=0.209                   Adjusted R2=0.207               F=102.378               * sig at p<0.05 

 

Source: Author’s own compilation 

 

The EE construct as the independent variable seems to have a considerable amount of influence 

on the ATB (being the dependent variable) of the TVET college students as indicated in Table 

6.23 (β=0.457; t=10.118; p=0.000). The EE explained approximately 21 per cent (adjusted 

R2=0.207) of the variance of the ATB of the students. These results denote that EE is 

statistically positively significant in predicting change in the attitude of students towards 

entrepreneurial behaviours. These results are consistent with the results reported by several 
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studies in the past. To quote a few, the study by Küttim et al. (2014:665) which investigated 

the impact of EE in 2011 on the EI of students from 17 European countries by means of the 

data gathered by the Global University Entrepreneurial Spirit Survey. The results of their study 

showed a positive statistical significance of EE on the EI of the European university students. 

Also, a study conducted by Ahmed, Chandran, Klobas, Liñán and Kokkalis (2020:6) performed 

at eight famous universities in different provinces of Pakistan on final year students who were 

enrolled in EE programmes, revealed that EE is statistically significant in predicting change in 

the ATB of the students. This signifies that EE can influence the attitude of TVET college 

students in considering participating in entrepreneurial activities.    

 

6.7.3 Regression analysis of the entrepreneurship education and subjective norm for the 

TVET college 

 

Model 3 of the regression analysis investigated the relationship between the EE and the SN of 

the TVET college students. The EE construct was entered into the regression analysis as the 

independent variable and the SN of students was entered as the dependent variable. Table 6.24 

presents the results of the model.    

 

Table 6.24: Regression model 3: entrepreneurship education and subjective norm for the 

TVET college 

 

Independent 

variable: 

entrepreneurship 

education  

Dependent variable: subjective norm Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant 2.508 0.380  6.608 0.000*   

Entrepreneurship 

education 

0.397 0.067 0.287 5.894 0.000* 1.000 1.000 

R=0.287                         R2=0.082                   Adjusted R2=0.080               F=34.743               * sig at p<0.05 

 

Source: Author’s own compilation 

 

The results of the regression analysis between EE as the independent variable and the SN as 

the dependent variable presented in Table 6.24 (β=0.287; t=5.894; p=0.000) show that EE 
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significantly and positively predicts the SN of the TVET college students.  However, it only 

explains 8 per cent (adjusted R2=0.080) of the variance in the SN of the students. This denotes 

that the students feel socially compelled to start businesses after attending a programme on EE. 

These results are contrary to the results of the study by Muofhe and du Toit (2011:15), in which 

they investigated the influence of EE and entrepreneurial role models on career choice of 

entrepreneurship among entrepreneurship students in one of the South African universities. 

The same study found that EE was statistically insignificant in influencing the SN of the 

students. Therefore, for the TVET college students EE seems important in enhancing their 

awareness of the crucial role that can be played by their family members and friends when they 

consider starting new businesses.  

 

6.7.4 Regression analysis of entrepreneurship education and perceived behavioural 

control for the TVET college 

 

Model 4 of the regression analysis confirmed the relationship between EE and PBC of the 

TVET college students. The EE construct was entered into the regression analysis as the 

independent variable and the PBC of students was entered as the dependent variable. The 

results are provided in Table 6.25.   

 

Table 6.25: Regression model 4: entrepreneurship education and perceived behavioural 

control for the TVET college 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: perceived behavioural control Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  2.376 0.286  8.312 0.000*   

Entrepreneurship 

education 

0.442 0.051 0.404 8.706 0.000* 1.000 1.000 

R=0.404                         R2=0.163                   Adjusted R2=0.161               F=75.790               * sig at p<0.05 

 

Source: Author’s own compilation 
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Table 6.25 shows the regression analysis between EE being the independent variable and PBC 

being the dependent variable. The results obtained (β=0.404; t=8.706; p=0.000), reveal that EE 

significantly and positively impacts on PBC and accounts for about 16 per cent (Adjusted 

R2=0.161) of its variance. These results suggest that exposing the students to EE programmes 

helps enhance their PBC moderately as far as entrepreneurial activities are concerned. These 

results are in line with those of a study by Nguyen, Dinh, Luu and Choo (2020:14). In their 

comparative study aimed at understanding the EI of the Vietnamese and South Korean 

university students, they found that for the South Korean students, EE was statistically 

significant in predicting PBC, in contrast with the students from a Vietnamese university. These 

differences could be caused by the disparities of the institutional systems (Nguyen et al., 

2020:15). Examples of these could be the differences in the content of the EE being taught. 

Additionally, the methods followed to teach the EE could have an impact on the effectiveness 

of the EE. Thus, the influence of EE on PBC of the TVET college students varies according to 

the environment and group of subjects involved.  

 

6.7.5 Regression analysis of entrepreneurship education and self-efficacy for the TVET 

college 

 

Model 5 of the regression analysis investigated the relationship between EE and the SE of the 

TVET college students. The EE was entered into the regression analysis as the independent 

variable and the SE of students was entered as dependent variable. The results are depicted in 

Table 6.26.   

 

Table 6.26: Regression model 5: entrepreneurship education and self-efficacy for the 

TVET college 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: self-efficacy Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  3.439 0.281  12.222 0.000*   

Entrepreneurship 

education 

0.331 0.050 0.318 6.617 0.000* 1.000 1.000 

R=0.318                         R2=0.101                   Adjusted R2=0.099               F=43.787               * sig at p<0.05 

Source: Author’s own compilation 
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Table 6.26 presents the results of the regression analysis for the TVET college sample between 

EE as the independent variable and SE as the dependent variable (β=0.318; t=6.617; p=0.000), 

explaining about 10 per cent of the students’ SE (adjusted R2=0.099). These results exhibit that 

EE is a significant and positive predictor of the SE of the students. This suggests that the TVET 

students that have had exposure to EE also have acceptable levels of SE to manage an 

entrepreneurial venture. Similar results were reported in a study conducted by Li and Wu 

(2019:10) amongst 326 university undergraduate students at Shanghai university in China who 

enrolled for an entrepreneurial course which lasted for 10 weeks. Thus, the study suggests that 

exposure to EE improves the confidence of the TVET college students in starting and managing 

new businesses.   

 

6.7.6 Regression analysis of the entrepreneurship education and the need for 

achievement for the TVET college 

 

Model 6 of the regression analysis inquired into the relationship between EE and the NA of the 

TVET college students. The EE construct was entered into the regression analysis as the 

independent variable and the NA of students was entered as the dependent variable. The results 

are shown in Table 6.27.   

 

Table 6.27: Regression model 6: entrepreneurship education and the need for 

achievement for the TVET college 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: need for achievement  Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  4.395 0.197  22.299 0.000*   

Entrepreneurship 

education 

0.303 0.035 0.402 8.659 0.000* 1.000 1.000 

R=0.402                         R2=0.162                   Adjusted R2=0.160               F=74.973               * sig at p<0.05 

 

Source: Author’s own compilation 
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Table 6.27 shows the results of the regression analysis for the TVET college sample between 

the EE as the independent construct and the NA as the dependent construct (β=0.402; t=8.659; 

p=0.000), explaining 16 per cent (adjusted R2=0.160) of the variance in the NA of the TVET 

college students. According to the results of the present study, EE is a significant and positive 

predictor of the NA of the students. These results support the results of the study conducted by 

Ndofirepi (2020:13) on a sample of vocational education students at a Zimbabwean polytechnic 

who were about to complete a year-long compulsory course in entrepreneurship skills 

development. This denotes that as the students acquire more EE, the passion of the students to 

achieve more becomes magnified, which makes EE an important factor in changing the NA of 

the students. 

 

6.7.7 Regression analysis of entrepreneurship education and instrumental readiness for 

the TVET college 

 

Model 7 of the regression analysis investigated the relationship between EE and the IR of the 

TVET college students. The EE was entered into the regression analysis as the independent 

variable and the IR was entered as dependent variable. The results are shown in Table 6.28.  

  

Table 6.28: Regression model 7: entrepreneurship education and instrumental readiness 

for the TVET college 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: instrumental readiness  Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  2.450 0.382  6.420 0.000*   

Entrepreneurship 

education 

0.343 0.068 0.249 5.065 0.000* 1.000 1.000 

R=0.249                         R2=0.062                   Adjusted R2=0.060               F=25.659               * sig at p<0.05 

 

Source: Author’s own compilation 

 

The results of the regression analysis for the TVET college sample shown in Table 6.28, 

between EE being the independent variable and the IR being the dependent variable (β=0.402; 
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t=8.659; p=0.000), exhibit that EE significantly and positively predicts IR. However, only 6 

per cent (adjusted R2=0.060) of the EE explains the variance of the IR construct. From a 

practical perspective, this could mean that as students get exposure to EE, they develop greater 

knowledge and skills with regard to capital, information, social networks and other crucial 

resources that a prospective entrepreneur would need to start a business.  

 

6.7.8 Regression analysis of entrepreneurship education and the behavioural, 

psychological and environmental factors for the TVET college 

 

Model 8 of the regression analysis explored the relationship between the six constructs of the 

behavioural, psychological and environmental factors (ATB, SN, PBC, SE, NA and IR) and 

the EI of the TVET college students. The behavioural, psychological and environmental factors 

were entered into the regression analysis as the independent variables and EI was entered as 

the dependent variable. To determine the mediating effects of the behavioural, psychological 

and environmental factors, the guidelines of Baron and Kenny (1986) were applied as cited by 

Li and Wu (2019:9), and Ndofirepi (2020:13), namely, that the mediation should be recognised 

if the following criteria are met: (a) the dependent construct must relate to the independent 

construct; (b) the independent must relate to the mediator construct; and (c) the mediator 

construct must relate to the dependent construct. The results are provided in Table 6.29.    

 

Table 6.29: Regression model 8: entrepreneurship education and behavioural, 

psychological and environmental factors for the TVET college 

Independent 

variables: 

behavioural, 

psychological and 

environmental 

factors 

Dependent variable: entrepreneurial intention Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  0.056 0.361  0.154 0.878   

Attitude towards 

behaviour 

0.658 0.056 0.555 11.730 0.000* 0.574 1.741 

Subjective norm 0.159 0.037 0.184 4.326 0.000* 0.807 1.240 

Perceived 

behavioural control 

-

0.039 

0.058 -0.035 -0.665 0.506 0.435 2.301 

Self-efficacy -

0.011 

0.051 -0.009 -0.209 0.834 0.618 1.617 

Need for 

achievement 

0.087 0.068 0.055 1.283 0.200 0.668 1.496 

Instrumental 
readiness 

0.164 0.039 0.189 4.166 0.000* 0.608 1.643 

R=0.729                         R2=0.532                   Adjusted R2=0.525               F=72.530               * sig at p<0.05 

Source: Author’s own compilation 
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Table 6.29 shows the results of the multiple regression analysis amongst the behavioural, 

psychological and environmental factors and the EI of the students. The independent variables 

explain about 53 per cent (adjusted R2=0.525) of the EI of the TVET college students. Due to 

the possibility of a multicollinearity problem when the multiple regression analysis is 

performed, the tolerance level and the VIF values were computed. In line with the guidelines 

mentioned in Section 6.7, the results of the current study proved to be free of the 

multicollinearity threats since all tolerance levels and VIF values were within the 

recommended parameters. The analysis of the relationship amongst the ATB, SN, PBC, SE, 

NA and IR as independent constructs and the IR as a dependent construct is presented from 

Section 6.7.8.1 to 6.7.8.6.    

 

6.7.8.1 Regression analysis of the attitude towards behaviour and the entrepreneurial 

intention for the TVET college  

 

The results of the regression analysis between the ATB entered as an independent variable and 

the EI entered as a dependent variable are shown in Table 6.29 (β=0.555; t=11.730; p=0.000). 

These results reveal a considerable, positive and significant impact of the ATB on the EI of the 

TVET college students. Similar results were reported previously such as the study by Mbuya 

and Schachtebeck (2016:233) conducted in South Africa, with an attempt to determine the EI 

of urban university students. The ATB was found to be considerably significant in influencing 

the EI of the students. Another study by Lavelle (2019:11) conducted among a sample of 

Chinese vocational college students from Wuxi South Ocean college and the Wuxi Institute of 

Technology, both located in the city of Wuxi, Jiangsu Province, in China, which reported a 

positive significant effect on the EI of the students. In support of this outcome, a study 

conducted by Mahfud, Triyono, Sudira and Mulyani (2020:36) at Balikpapan City, East 

Kalimantan in Indonesia among the diploma level III polytechnic students selected from 

culinary arts, hospitality management and banking and finance fields, indicated a significant 

direct effect of the ATB on the students’ EIs. This signifies that when the attitude of the students 

is positive towards entrepreneurship their intentions to start businesses increase.  
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6.7.8.2 Regression analysis of the subjective norm and the entrepreneurial intention for 

the TVET college 

 

The results of the regression analysis between the SN entered as an independent variable and 

the EI entered as dependent variable are shown in Table 6.29 (β=0.184; t=4.326; p=0.000). 

These results reveal a positive but marginal significant impact of the SN on the EI of the TVET 

college students. There have been inconsistencies regarding the relationship between the SN 

and the EI factors reported by previous studies. For instance, the study by Awang, Amran, Nor, 

Ibrahim and Razali (2016:114), aimed at evaluating the impact of individual entrepreneurial 

orientation on the EIs of the university students in Malaysia, reported a positive significant 

predictive effect on the EIs of students. Consistent with the Awang et al. (2016) study, are the 

results of the study by Aloulou (2016:1152) that explored the EIs of the final-year Saudi 

university students by means of the TPB. The results are also consistent with the study by 

Ohanu and Ogbuanya (2018:12) undertaken in Nigeria at 18 state owned universities on 366 

final year students. The objective of their study was to investigate the determinant factors of 

the EIs of electronic technology education students at Nigerian universities. These results imply 

that as students believe they will get support from people perceived important to them, they 

might gain confidence, hence, start considering starting businesses.   

 

In contrast, the study by Doanh and Bernat (2019:2456) that investigated the ESE and 

intentions of university students by means of the TPB on the final-year undergraduate students 

at 14 universities in Vietnam, found no significant relationship between the SN and the EI of 

the students. The results of the study by Lavelle (2019:11) was also consistent with the Doanh 

and Bernat (2019) study. Such inconsistencies could be fuelled by the extent of the uncertainty 

of success as noted by Crisp and Turner (2014:117). In an environment where there is great 

level of uncertainty, people tend to rely more on other peoples’ opinion and support. The degree 

of uncertainty may vary from one environmental context to another. This in turn, results in 

variations in terms of the impact that the SN will have on the EI of the students.  

 

6.7.8.3 Regression analysis of the perceived behavioural control and the entrepreneurial 

intention for the TVET college 

 

The regression analysis between the PBC entered as an independent variable and the EI entered 

as a dependent variable presented in Table 6.29 (β=-0.035; t=-0.665; p=0.506), shows no 



212 
 

significant predictive power on the EI of the TVET college students. Similar results were 

reported by Souitaris et al. (2007: 566-591) in the study they conducted in the UK and France 

at two major European universities with an excellent reputation for science and engineering 

studies. Their study aimed at determining the relationship between the entrepreneurial SE and 

the intention among Vietnamese students. Within the context of the current study, the results 

imply that the level of belief the TVET college students have in terms of their perceived control 

over entrepreneurial activities does not influence their intention to start businesses.     

 

In contrast, Alam, Kousar and Rehman (2019:16) conducted a research study at four of the 

largest engineering universities in Pakistan on the final-year engineering students. The 

objective of their study was to examine the role of entrepreneurial motivation on the EIs and 

behaviours of the engineering students. The results of their study showed that PBC is 

statistically significant in predicting the change in the EI of the students. Similarly, a study by 

Doanh and Bernat (2019:2457) found that PBC is statistically significant in predicting the EI 

of the students. Environmental factors seem to be mediating the variations as far as the effect 

of the PBC on the EI of students is concerned here. From a practical point of view, in an 

environment where individuals do not see any other option for survival except for starting a 

business, other various factors may not have that much of an influence on the EI since they are 

considered secondary factors. These environmental factors could trigger inconsistencies with 

regard to the influence the behavioural, psychological and environmental factors may have on 

the EI of the respondents.    

 

6.7.8.4 Regression analysis for self-efficacy and entrepreneurial intention for the TVET 

college 

 

The results of the regression analysis between SE entered as an independent variable and EI 

entered as a dependent variable are shown in Table 6.29 (β=-0.009; t=-0.209; p=0.834). SE is 

revealed as a statistically insignificant predictor of the EI of the TVET college students. This 

infers that SE plays no role in motivating TVET college students to start new businesses. 

Perhaps, the students instead perceive starting new businesses as another way to avoid being 

unemployed. It is not necessarily caused by the beliefs the students have regarding their 

abilities in managing challenging tasks.   
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6.7.8.5 Regression analysis of the need for achievement and the entrepreneurial intention 

for the TVET college 

 

The results of the regression analysis in Table 6.29 indicate that there is no relationship between 

NA and EI (β=0.055; t=1.283; p=0.200). The beta value is almost zero indicating that the 

influence of NA on EI is almost negligible and the p value is greater than 0.05, indicating 

statistical insignificance. These results are consistent with those of a study by Hansemark 

(2003:311) in Sweden, which found that NA was insignificant in predicting the EI of the 

students. Also, in a study by Indarti and Kristiansen (2003:89), the NA and the EI of the 

students was found to be statistically insignificant. Another study by Altinay et al. (2012:495) 

mentioned in Section 4.6.12 revealed an insignificant relationship between the NA and EI of 

students. Furthermore, a study by Naushad (2018:609), had the main objective of investigating 

the antecedents of the EI among the Saudi senior undergraduate university students enrolled 

for a business program. Their study also showed that the NA was insignificant in predicting 

the EI of students. This suggests that even though students do not have the NA, they can still 

consider starting new businesses. Thus, rendering the NA, a less important attribute to the 

TVET college students.   

 

However, in contrast, a study by Ndofirepi (2020:14) found the effect of the NA on EI to be 

statistically significant. Possible reasons for these inconsistencies could be caused by many 

factors, among which, the level of unemployment rate could be identified. In countries such as 

South Africa where the unemployment rate is high, people tend to think of starting businesses 

as a means for survival rather than because they have the drive to achieve more.    

 

6.7.8.6 Regression analysis for instrumental readiness and entrepreneurial intention for 

the TVET college  

 

Table 6.29 shows the results of the regression analysis between the IR entered as the 

independent variable and the EI entered as the dependent variable (β=0.189; t=4.166; p=0.000). 

The IR is revealed as having a significant and positive impact on the EI of the students. These 

results are consistent with those of Gird and Bargraim (2008:718), where they determined the 

predictive power of the IR on the EI of the final-year university students in South Africa. The 

results revealed IR as being positive and significant on the EI of the students. Likewise, the 

2002 study of Indarti and Kristiansen (2003:89) found IR to be statistically significant as a 
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predictor of the EI of the students. This suggests that the availability of instrumental resources 

in starting new businesses, tends to motivate the students to consider starting their own 

businesses. 

  

6.7.9 Regression analysis of entrepreneurship education and entrepreneurial intention 

for the UOT 

 

Model 9 of the regression analysis examined the relationship between EE and the EI of the 

UOT students. The EE construct was entered into the regression analysis as the independent 

variable and the EI of students was entered as the dependent variable. The results are provided 

in Table 6.30.   

 

Table 6.30: Regression model 9: entrepreneurship education and entrepreneurial 

intention for the UOT 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: entrepreneurial intention Tolerance Variance 

inflation 

factor (VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  3.070 0.408  7.529 0.000*   

Entrepreneurship 

education 

0.445 0.074 0.301 5.996 0.000* 1.000 1.000 

R=0.301                         R2=0.091                   Adjusted R2=0.088               F=35.951               * sig at p<0.05 

 

Source: Author’s own compilation  

 

Table 6.30 shows the results of the regression analysis for the UOT sample with EE as the 

independent variable and the EI as the dependent variable (β=0.301; t=5.996; p=0.000). The 

results of the study show that EE is a significant factor in predicting the EI of the UOT students. 

It explains about nine per cent (adjusted R2=0.088) of the variance in the EI of the students. 

The results for the UOT are in line with those of the TVET college results, even though the 

influence of the EE of the UOT seems to be smaller than that of the TVET college since it only 

accounts for nine per cent of the variance on EI while the TVET’s accounted for about 19 per 

cent of the variance on the EI of students.  
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6.7.10 Regression analysis of the entrepreneurship education and attitude towards 

behaviour for the UOT  

 

Model 10 of the regression analysis explored the relationship between EE and the ATB of the 

UOT students. The EE construct was entered into the regression analysis as the independent 

variable and the ATB of the students was entered as the dependent variable. The results are 

presented in Table 6.31.   

 

Table 6.31: Regression model 10: entrepreneurship education and attitude towards 

behaviour for the UOT 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: attitude towards behaviour Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant   3.056 0.323  9.469 0.000*   

Entrepreneurship 

education  

0.507 0.059 0.414 8.621 0.000* 1.000 1.000 

R=0.414                         R2=0.171                   Adjusted R2=0.169               F=74.317               * sig at p<0.05 

 

Source: Author’s own compilation 

 

Table 6.31 shows the regression analysis results between EE being the independent variable 

and the ATB of the UOT (β=0.414; t=8.621; p=0.000). The EE explained approximately 17 

per cent (adjusted R2=0.169) of the variance of the ATB of the UOT students. This 

demonstrates that EE significantly and positively predicts the ATB of the UOT students. These 

results are similar to the results exhibited by the regression analysis between EE and the ATB 

for the TVET college (refer to Section 6.7.2). This implies that, for both HEIs, EE is a crucial 

factor that can be utilised to improve the attitude towards entrepreneurial activities of the 

students for both types of HEIs.   
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6.7.11 Regression analysis of entrepreneurship education and subjective norm for the 

UOT 

 

Model 11 of the regression analysis investigated the relationship between EE and the SN of the 

UOT students. The EE construct was entered into the regression analysis as the independent 

variable and the SN of students was entered as the dependent variable. Table 6.32 presents the 

results of the model.   

 

Table 6.32: Regression model 11: entrepreneurship education and subjective norm for 

the UOT 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: subjective norm Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant 2.002 0.421  4.752 0.000*   

Entrepreneurship 

education 

0.492 0.077 0.320 6.417 0.000* 1.000 1.000 

R=0.320                         R2=0.103                   Adjusted R2=0.100               F=41.173               * sig at p<0.05 

 

Source: Author’s own compilation 

 

The results of the regression analysis depicted in Table 6.32 between EE as the independent 

variable and the SN as the dependent variable (β=0.320; t=6.417; p=0.000) show that EE 

significantly and positively predicts the SN of the UOT students. EE explains about 10 per cent 

(adjusted R2=0.100) of the variance in the SNs of the students. Correspondingly, the results of 

the TVET college regression analysis between EE and the SNs of the students in Section 6.7.3, 

displayed a similar pattern. This implies that as students from both types of HEIs attend lectures 

in EE, the influence of other people becomes more clarified and relevant, thus impacting the 

SN factor positively.    
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6.7.12 Regression analysis of entrepreneurship education and perceived behavioural 

control for the UOT 

 

Model 12 of the regression analysis examined the relationship between EE and the PBC of the 

UOT students. The EE construct was entered into the regression analysis as the independent 

variable and the PBC of students was entered as the dependent variable. The results are 

provided in Table 6.33.   

 

Table 6.33: Regression model 12: entrepreneurship education and perceived behavioural 

control for the UOT 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: perceived behavioural control Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  2.650 0.330  8.029 0.000*   

Entrepreneurship 

education 

0.364 0.060 0.304 6.055 0.000* 1.000 1.000 

R=0.304                         R2=0.092                   Adjusted R2=0.090               F=36.660               * sig at p<0.05 

 

Source: Author’s own compilation 

 

In Table 6.33, the regression analysis of EE and PBC is presented. The EE construct was 

entered as the independent variable while PBC was entered as the dependent variable. The 

results (β=0.304; t=6.055; p=0.000) reveal that EE has a positive and significant influence on 

the PBC of the UOT sample. The EE accounts for about 9 per cent of the variation of the PBC 

of the UOT students. The TVET college (refer to Section 6.7.4) and the UOT sample groups 

have displayed similar attributes as far as the relationship between EE and PBC is concerned. 

This underscores that as students are taught the EE content, their belief regarding the ability to 

successfully start and manage any new business ventures gets strengthened.   
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6.7.13 Regression analysis of the entrepreneurship education and self-efficacy for the 

UOT 

 

Model 13 of the regression analysis investigated the relationship between EE and the SE of the 

UOT students. The EE construct was entered into the regression analysis as the independent 

variable and the SE of students was entered as the dependent variable. The results are depicted 

in Table 6.34.   

 

Table 6.34: Regression model 13: entrepreneurship education and self-efficacy for the 

UOT 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: self-efficacy  Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  2.711 0.315  8.607 0.000*   

Entrepreneurship 

education 

0.440 0.057 0.374 7.661 0.000* 1.000 1.000 

R=0.374                         R2=0.140                   Adjusted R2=0.138               F=58.685               * sig at p<0.05 

 

Source: Author’s own compilation 

 

Table 6.34 shows the results of the regression analysis for the UOT sample with EE as the 

independent variable and SE as the dependent variable (β=0.374; t=7.661; p=0.000). These 

results unveil that EE is a significant and positive predictor of the SE of the students of the 

UOT, explaining about 14 per cent of the UOT students’ SE (adjusted R2=0.138). Similar 

results were obtained when the TVET college regression analysis between EE and the SE was 

run. The TVET college results are reported on in Section 6.7.5. These results suggest that 

students from both HEIs will tend to believe in themselves and their abilities to manage any 

difficult tasks the more they acquire greater EE.    
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6.7.14 Regression analysis of entrepreneurship education and the need for achievement 

for the UOT 

 

Model 14 of the regression analysis verified the relationship between EE and the NA of the 

UOT students. The EE was entered into the regression analysis as the independent variable and 

the NA of students was entered as the dependent variable. The results are shown in Table 6.35.  

  

Table 6.35: Regression model 14: entrepreneurship education and the need for 

achievement for the UOT 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: need for achievement  Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  3.834 0.249  15.397 0.000*   

Entrepreneurship 

education 

0.367 0.045 0.393 8.102 0.000* 1.000 1.000 

R=0.393                         R2=0.154                   Adjusted R2=0.152               F=65.635               * sig at p<0.05 

 

Source: Author’s own compilation 

 

Table 6.35 shows the results of the regression analysis for the UOT sample with EE as the 

independent variable and the NA as the dependent variable (β=0.393; t=8.102; p=0.000). EE 

explains 15 per cent (adjusted R2=0.0152) of the variance in the NA of the UOT students. 

Similar to the TVET college results (refer to Section 6.7.6), the results of the UOT show EE as 

a positive and significant predictor of the NA of the students. This illustrates, that students from 

both the TVET college and the UOT tend to desire more life achievements as they acquire 

more EE.  
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6.7.15 Regression analysis of entrepreneurship education and instrumental readiness for 

the UOT 

 

Model 15 of the regression analysis examined the relationship between EE and the IR of the 

UOT students. The EE construct was entered into the regression analysis as the independent 

variable and the IR was entered as the dependent variable. The results are shown in Table 6.36.   

 

Table 6.36: Regression model 15: entrepreneurship education and instrumental readiness 

for the UOT 

 

Independent 

variable: 

entrepreneurship 

education 

Dependent variable: instrumental readiness  Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  2.287 0.425  5.385 0.000*   

Entrepreneurship 

education 

0.309 0.077 0.206 3.997 0.000* 1.000 1.000 

R=0.206                         R2=0.042                   Adjusted R2=0.040               F=15.977               * sig at p<0.05 

 

Source: Author’s own compilation 

 

Table 6.36 provides the results of the regression analysis for the UOT sample with EE being 

the independent variable and the IR being the dependent variable, (β=0.206; t=3.997; p=0.000). 

The results unveil that EE has a positive and significant effect on IR. However, the influence 

of EE on the EI of students is minimal since it only explains about 4 per cent (adjusted 

R2=0.040) of the variance of the IR construct. Similar to the results of the TVET college 

presented in Section 6.7.7, this could mean that as students attend lectures in entrepreneurship, 

they acquire better knowledge and skills as far as funds and other crucial resources that a 

prospective entrepreneur would need to start a business are concerned.  
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6.7.16 Regression analysis of entrepreneurship education and the behavioural, 

psychological and environmental factors for the UOT 

 

Model 16 of the regression analysis examined the relationship between the behavioural, 

psychological and environmental factors (ATB, SN, PBC, SE, NA and IR) and the EI of the 

UOT students. The behavioural, psychological and environmental factors were entered into the 

regression analysis as the independent variables and the EI was entered as the dependent 

variable. The behavioural, psychological and environmental factors were also treated as 

mediating factors and had to meet the criteria set in Section 6.7.8 to be considered as mediating 

factors. The results are provided in Table 6.37.    

 

Table 6.37: Regression model 16: entrepreneurship education and behavioural, 

psychological and environmental factors for the UOT 

 

Independent 

variables: 

behavioural, 

psychological 

and 

environmental 

factors 

Dependent variable: entrepreneurial intention Tolerance Variance 

inflation 

factor 

(VIF) 

Unstandardised 

coefficients 

Standardised 

coefficients 

T  Sig (p) 

B Standard 

error 

Beta 

Constant  -

0.831 

0.344  -2.417 0.016*   

Attitude towards 

behaviour 

0.706 0.053 0.585 13.404 0.000* 0.639 1.564 

Subjective norm 0.022 0.043 0.023 0.509 0.611 0.719 1.391 

Perceived 

behavioural 

control 

0.121 0.058 0.098 2.103 0.036* 0.534 1.874 

Self-efficacy 0.171 0.060 0.136 2.878 0.004* 0.520 1.925 

Need for 

achievement 

0.113 0.069 0.071 1.630 0.104 0.600 1.667 

Instrumental 

readiness 

0.007 0.038 0.007 0.183 0.855 0.766 1.306 

R=0.769                         R2=0.592                   Adjusted R2=0.585               F=85.777               * sig at p<0.05 

 

Source: Author’s own compilation 
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Table 6.37 shows the results of the multiple regression analysis performed among the 

behavioural, psychological and environmental factors and the EI of the UOT students. The 

predictor variables are shown to be explaining about 59 per cent (adjusted R2=0.585) of the EI 

of the UOT students. To determine whether there is a multicollinearity problem during the 

multiple regression analysis of the UOT, the tolerance level and the VIF values were computed. 

The tolerance level and VIF values were found to be within the recommended limits mentioned 

in Section 6.7. Consequently, no collinearity threats were detected. The analysis of the 

relationship amongst the ATB, SN, PBC, SE, NA and IR as independent constructs and the IR 

as the dependent construct is presented from Section 6.7.16.1 to 6.7.16.6.    

 

6.7.16.1 Regression analysis for attitude towards behaviour and entrepreneurial 

intentions for the UOT  

 

The results of the regression analysis between ATB, entered as an independent variable and EI 

entered as a dependent variable for the UOT sample are shown in Table 6.37 (β=0.585; 

t=13.404; p=0.000). The ATB construct seems to have a substantial positive and significant 

impact on the EI of the students. These results are concomitant with those obtained on the 

regression analysis of the TVET college sample (refer to Section 6.7.8.1). This suggests that 

for both institutions of higher education, students that possess a positive attitude towards 

entrepreneurship will direct their actions towards starting new businesses.  

 

6.7.16.2 Regression analysis of the subjective Norm and the entrepreneurial 

intention for the UOT 

 

Table 6.37 shows the results (β=0.023; t=0.509; p=0.611) of the regression analysis between 

the SN entered as an independent variable and EI entered as a dependent variable. The SN of 

the UOT students does not show any significance in predicting the EI of the students. These 

results are contrary to those obtained for the TVET college students. However, the results of 

the UOT regression analysis are similar to the study undertaken by Dinc and Budic (2016:32), 

when examining the impact of the ATB, SN and PBC on the EI of women in Bosnia. As well, 

the study conducted by Usman (2019:15) in understanding EI among international students in 

Turkey, reported an insignificant relationship between the SN and EI of students. This suggests 

that the views of the people perceived important to the prospective entrepreneurs seems not to 

be crucial since they bear no predictive power on the EI of the students. In South Africa, a 
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study by Hlatywayo, Marange and Chinyamurindi (2017:172), which was focused on 

determining the effect of ‘psychological capital’ on the EI amongst prospective university 

graduates, also reported that the SN was insignificant on influencing the EI of the students.   

Therefore, the study implies that as students acquire more vertical qualifications, the less they 

become dependent on their family and friends when making decisions to start new businesses. 

Perhaps, this could be attributed to the view that they would have acquired more relevant 

knowledge that enabled them to manage the intended businesses effectively.    

 

6.7.16.3  Regression analysis of perceived behavioural control and entrepreneurial   

intention for the UOT 

 

The regression analysis results between the PBC entered as an independent variable and the EI 

entered as a dependent variable are depicted in Table 6.37 (β=0.098; t=-2.103; p=0.036). The 

results show that PBC is statistically significant and slightly positive in predicting the EI of the 

UOT students (p<0.05). The study by Tsordia and Papadimitriou (2015:33) in which the role 

of the TPB on the EI of Greek business students was examined, PBC was similarly found to be 

significant in influencing EI. Similar results were reported by Marire, Mafini, and Dhurup 

(2017:27) in a study that explored the drivers of EIs amongst generation Y students in 

Zimbabwe. This suggests that the level of belief possessed by the students in terms of their 

perceived control over entrepreneurial activities does influence their intentions to start 

businesses as opposed to the results obtained for the TVET college sample (refer to Section 

6.7.8.3). These contradictions could be due to the differences in the SE of the students. The SE 

of the TVET college sample was found to be insignificant to the EI of the students, resulting 

in an insignificant PBC as well. This could be attributed to the composition of PBC. As stated 

in Section 4.3.3, PBC is formed by a combination of the locus of control and SE. Once either 

or both of the elements from which PBC is composed becomes insignificant, PBC itself is most 

likely to be compromised as well. However, in the case of the UOT, SE was found to be 

significant, which probably explains why PBC was also proved to be significant.   

 

6.7.16.4 Regression analysis of self-efficacy and the entrepreneurial intention for 

the UOT 

 

The results of the regression analysis between SE entered as an independent variable and EI 

entered as a dependent variable are shown in Table 6.37 (β=0.136; t=2.878; p=0.004). The SE 
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is shown as statistically significant and a positive predictor of the EI of the UOT students. This 

means that the intention of the UOT students to start businesses is somehow dependent on the 

amount of SE they possess. These results are contrary to the results of the TVET college 

students’ analysis. The possible reason for this contradiction could be drawn from the results 

obtained from the SNs of the students. Since the SN of the UOT students was found to be 

insignificant as compared to the TVET college results, the EIs of the students of the UOT tend 

to depend more on the abilities of the students. As such, the more the UOT students believe in 

themselves the more they might consider starting new businesses.  

 

6.7.16.5 Regression analysis of the need for achievement and the entrepreneurial 

intention for the UOT 

 

The regression analysis with the NA as the independent variable and the EI of the students as 

the dependent variable in Table 6.37 was found to be statistically insignificant (β=0.071; 

t=1.630; p=0.104). The UOT results are similar to the TVET college results (refer to Section 

6.7.8.5) in that both show NA to be statistically insignificant in predicting the EI of the students. 

These results illustrate that even if students do not exhibit the NA attribute, they could still 

think of starting new businesses. The NA is, therefore, not a crucial factor in influencing the 

students from both HEIs to think of starting new businesses.  

 

6.7.16.6 Regression analysis of instrumental readiness and the entrepreneurial 

intention for the UOT 

 

Lastly, Table 6.37 shown the results of the regression analysis between IR entered as the 

independent variable and the EI entered as the dependent variable (β=0.007; t=0.183; p=0.855). 

The IR shows no significant influence on the EI of the UOT students. In contrast, the results of 

the TVET college unveiled a statistically significant relationship between the IR and the EI 

constructs. This suggests that the UOT students do not rely that much on environmental factors 

since the IR and SN are both external factors. The possible cause of these differences could be 

the weighting that is put on the qualification types the students will obtain from the HEIs in 

question. Even though this was not part of the scope of the present study investigation, the 

UOT students somehow believe that they will be employed, which will in turn enable them to 

secure funds to start businesses as opposed to their counterparts.  
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The next section discusses the hypotheses decisions of the current study. 

 

6.8 HYPOTHESES DECISIONS 

 

The results of the regression analysis presented in the previous section were utilised in this 

section to test the hypotheses developed in Section 4.6 for both the TVET college and the UOT.  

 

6.8.1 Hypotheses decisions for the TVET college 

 

The summary of the hypotheses decisions for the TVET college sample group are presented in 

Table 6.38. 

 

Table 6.38: Hypotheses decisions for the TVET college 

 

Hypothesis Relationship 
Beta 

coefficient 
t Value p-Value 

Supported/not 

supported 

H1 EE –> EI 0.438 9.607 0.000* Supported 

H2 EE –> ATB 0.457 12.493 0.000* Supported  

H3 EE –> SN 0.287 5.894 0.000* Supported  

H4 EE –> PBC 0.404 8.706 0.000* Supported  

H5 EE –> SE 0.318 6.617 0.000* Supported  

H6 EE –> NA 0.402 8.659 0.000* Supported 

H7 EE –> IR 0.249 5.065 0.000* Supported  

H8 ATB –> EI 0.555 11.730 0.000* Supported  

H9 SN –> EI 0.184 4.326 0.000* Supported 

H10 PBC –> EI -0.035 -0.665 0.506 Not supported 

H11 SE –> EI -0.009 -0.209 0.834 Not supported 

H12 NA –> EI 0.055 1.283 0.200 Not supported 

H13 IR–> EI 0.189 4.166 0.000* Supported 

EE= Entrepreneurship education; ATB= Attitude towards behaviour; SN= Subjective norm; 

PBC= Perceived behavioural control; SE= Self-efficacy; NA= Need to achieve; IR= Instrumental 

readiness; EI= Entrepreneurial intention  

Sources: Author’s own compilation 

 

Table 6.38 provides the summary of the thirteen hypotheses developed in the present study. 

Out of the thirteen hypotheses, only three (H10; H11; H12) of the TVET college were not 

supported because their p-values were greater than the recommended level of 0.05 to be 

considered statistically significant and were not considered as mediating factors of EE and EI. 
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The other ten hypotheses, namely: H1, H2, H3, H4, H5, H6, H7, H8, H9 and H13 were accepted 

since their p-values were 0.000 indicating support for the propositions made in the hypotheses.  

 

6.8.2 Hypotheses decisions for the UOT 

 

The summary of the hypotheses decisions for the UOT sample group are presented in Table 

6.39. 

 

Table 6.39: Hypotheses decisions for the UOT  

 

Hypothesis Relationship 
Beta 

coefficient 
t Value p-Value 

Supported/not 

supported 

H1 EE –> EI 0.301 5.996 0.000* Supported  

H2 EE –> ATB 0.414 8.621 0.000* Supported 

H3 EE –> SN 0.320 6.417 0.000* Supported  

H4 EE –> PBC 0.304 6.055 0.000* Supported  

H5 EE –> SE 0.374 7.661 0.000* Supported  

H6 EE –> NA 0.393 8.102 0.000* Supported 

H7 EE –> IR 0.206 3.997 0.000* Supported  

H8 ATB –> EI 0.585 13.404 0.000* Supported  

H9 SN –> EI 0.023 0.509 0.611 Not supported 

H10 PBC –> EI 0.098 2.103 0.036* Supported 

H11 SE –> EI 0.136 2.878 0.004* Supported 

H12 NA –> EI 0.071 1.630 0.104 Not supported 

H13 IR–> EI 0.007 0.183 0.855 Not supported 

EE= Entrepreneurship education; ATB= Attitude towards behaviour; SN= Subjective 

norm; PBC= Perceived behavioural control; SE= Self-efficacy; NA= Need to achieve; 

IR= Instrumental readiness; EI= Entrepreneurial intention  

 

Source: Author’s own compilation  

 

Table 6.39 shows the summary of the thirteen hypotheses developed in the present study in 

relation to the UOT sample. Out of the thirteen proposed hypotheses, only three (H9; H12; 

H13) were rejected because their p-values were greater than the recommended threshold of 

0.05 to be considered statistically significant and were also not considered as mediating factors 

since they did not meet the criteria set in Section 6.7.8. The other ten hypotheses, namely: H1, 
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H2, H3, H4, H5, H6, H7, H8, H10 and H11 were accepted since their p-values ranged between 

0.000 and 0.036 indicating support for the propositions made in the hypotheses.  

 

6.8.3 Comparison between the hypotheses decisions for the TVET college and the UOT 

 

An overall view that can be drawn from the results of the present study is that EE does 

positively have an impact on the EI of the students for both HEIs as well as the behavioural, 

psychological and environmental factors. Of the six mediating factors, only ATB and the NA 

reported similar results for both types of HEIs. ATB was found to be statistically significant in 

predicting the EI of the students, while the NA was found to be insignificant for both types of 

HEIs. The differences between the two sample groups can better be explained by referring to 

the SN as well as IR as external factors and PBC and SE as internal factors. Internal (intrinsic) 

factors are based on internal stimuli and self-determination, while external (extrinsic) factors 

are based on motivation that is caused by external stimuli (Vatankhaha & Tanbakooei, 

2014:1913). Interestingly, the results reveal that the EI of the TVET college sample seems to 

be dependent mostly on the external factors, namely, the SN and IR, while the EIs of the UOT 

sample seem to be more dependent on internal factors, namely, PBC and SE. The possible 

reason for this result could be that students would rather enrol for a university qualification 

than a TVET college qualification (Tlapana & Myeki, 2020:2). Generally, the qualifications 

offered by TVET colleges are rated poorly compared to those offered at universities. Students 

do not have much faith in a TVET qualification as opposed to a university qualification. 

Consequently, the students from TVET colleges tend to be more dependent and reliant on 

supporting structures such as family, friends and other people of importance than the UOT 

students.   

 

The next section presents the application of the theories that underpin the present study.   

 

  

6.9 APPLICATION OF THE THEORY OF REASONED ACTION AND THE 

THEORY OF PLANNED BEHAVIOUR TO THE RESEARCH RESULTS 

 

Section 3.2 provided a detailed discussion on the theories that underpin the current study. The 

TRA was intensely discussed in Section 3.2.1. The TRA was applied in several fields by 

researchers to determine the intentions of undertaking an overt behaviour by taking into 
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consideration the attitude of an individual to engage in that behaviour and the external factors 

such as the normative beliefs (Lujja et al., 2016:586; Liu et al., 2017:444). The assumption of 

the TRA was that an individual has full volitional control over the behaviour being investigated 

(Roberto et al., 2014:308). The factors that are considered in the TRA to predict the intentions 

to engage in a behaviour were investigated and analysed in Section 6.4 to Section 6.8. 

 

The TPB is one of the most popular theories that is utilised in various fields to explain and 

predict people’s behaviour (Meijer et al., 2015:2). A comprehensive review on the TPB was 

performed in Section 3.2.2 of the current thesis. The reason behind the adoption of the TPB in 

the present study was due to the shortcomings of the TRA. Since the TRA did not provide for 

the evaluation of control, the TPB was developed so that PBC could be added as the third factor 

(Ajzen, 1991:183). The TPB and the TRA were applied collaboratively in several studies in 

the past (for example: Özer & Yilmaz, 2011:51; Roberto et al., 2014:308; Hackman & 

Knowlden, 2014:102) since they complement each other in the best possible way. The 

assumption of the TPB is that people are rational beings. They consider a number of factors 

when making decisions. It, therefore, considers three constructs in predicting behaviour, 

namely: attitude towards behaviour, the SN and perceived behavioural control. All these 

constructs were verified and analysed in Section 6.4 to Section 6.8. As with the TRA, there 

was a positive relationship between the elements of the TPB as proposed by its developer 

(Ajzen, 1988), even though this was not consistent across the two sample groups considered in 

the present study.  

 

In line with the assumptions of the TRA, the present study reveals positive relationships 

between its predictor variables, namely ATB and the SN and EI as the outcome variable. With 

the inclusion of the TPB, the researcher managed to add three additional constructs for better 

predictions and analysis of the students’ EIs, namely: SE, NA and IR. This modified previously 

used models into a new unique model that contributes new knowledge to the current body of 

knowledge. Nonetheless, the current study also revealed that the relationship between the 

factors in these theories also depends on the context in which the study is undertaken. This 

applies to factors such as the SN and PBC in particular. For the students from the TVET 

college, only ATB and the SN predicted the EI of the students, whilst only ATB and PBC were 

applicable in the case of the UOT students. This brings the current study to the conclusion that 

only the TRA was completely applicable to the TVET college students.   
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6.10 RELIABILITY AND VALIDITY OF THE MEASURING INSTRUMENT 

 

This section discusses the determination of reliability and validity of the measurement 

instrument.  

 

6.10.1 Scale reliability 

 

The reliability of a measuring instrument refers to the credibility of the instrument in reporting 

the same results should it be administered to a different group of respondents selected from the 

same target population (Denscombe, 2010:298; Pietersen & Maree, 2016:238). For a scale to 

be acceptable, it should at least meet a minimum threshold of a reliability coefficient of 0.7 

(Maree, 2010:216). Table 6.40 provides the reliability coefficients for the scales used in the 

current study.  

 

Table 6.40: Reliability of the measurement scales  

 

Construct  TVET (α) UOT (α) 

Entrepreneurship education 0.828 0.790 

Attitude towards behaviour 0.864 0.895 

Subjective norm 0.828 0.861 

Perceived behavioural control 0.817 0.836 

Self-efficacy 0.763 0.783 

Need to achieve 0.873 0.872 

Instrumental readiness 0.854 0.860 

Entrepreneurial intention 0.915 0.939 

 

Source: Author’s own compilation 

 

Table 6.40 shows the reliability coefficients of all the scales within the measuring instrument 

for the selected TVET college and UOT samples. All scales attained Cronbach’s alphas above 

the recommended threshold of 0.7, thus rendering the measuring instrument utilised to collect 

the data of the current study reliable.   
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6.10.2 Scale validity 

 

The scale used to investigate a phenomenon should prove to be valid to some extent. Validity 

is important since it provides an assurance that the scale measured what it was intended to 

measure (Pandey & Pandey, 2015:21). It serves as evidence that the measuring instrument is 

appropriate and accurate for the study in question. According to Clark and Ivankova 

(2016:166), validity is the “degree to which inferences can be accurately made based on test 

scores or other measures”. The types of validity that could be applied in a quantitative research 

approach are face, content, construct and predictive validities (Mackey & Gass, 2005:106; 

Kumar, 2011:146). The types of validity determined in the present study are explained in the 

subsequent sections. 

 

6.10.2.1 Face validity 

 

At face value, the measuring instrument should prove to be measuring what it is supposed to 

measure. According to Kumar (2011:146), face validity could be seen as the logical link 

between the questions of the measuring instrument and the objectives of the study. To ascertain 

the face validity of the current study, the measuring instrument was presented to a panel of 

experts in research methodology and entrepreneurship. The reviewing panel comprised five 

experts that were based in South Africa and internationally. For proper validation of the 

measuring instrument, the panel of experts were given the objectives of the study, the 

conceptual framework and an appendix that indicated the sources of the items. The panel was 

requested to check the questionnaire for grammar, relevance and the flow of the constructs. 

Their corrections were effected before the measuring instrument was piloted. The measuring 

instrument initially had the ‘Locus of Control’ construct as one of the scales in the 

questionnaire. However, after scrutiny of the measuring instrument, the panel advised the 

researcher to substitute it with the ‘SE’ construct. According to the panel, ‘SE’ seemed more 

relevant to the current study than the ‘Locus of Control’. Also, it had more items to use in 

measuring the factor.  

 

6.10.2.2 Content validity  

 

Content validity is defined as the extent to which the measuring instrument covers the full range 

of the phenomenon under investigation (Kumar, 2011:146). It determines the 
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representativeness of the entire aspects that define the construct (Neuman, 2014:216). To 

confirm the content validity of the current study, a pilot study was conducted. A total of 55 

(n=55) questionnaires were administered to students who were enrolled for EE at a selected 

UOT. Out of these, a total of 50 questionnaires were used for analysis to determine the content 

validity of the measuring instrument. The average item-total correlations of all the constructs 

were above the lower cut-off value of 0.3 as recommended by Field (2009:648). This proved 

that the content of the measuring instrument was valid (c.f., Section 6.2). Even though the 

average item-total correlations were above the lower cut-off value, there were some items in 

the EE, SN, SE and NA scales that failed to meet the minimum threshold value of 0.3. These 

‘garbage’ items were subsequently discarded from the scales, thereby improving the content 

validity of the measuring instrument. The panel of experts also assisted in determining the 

content validity of the current study (c.f., Sect 5.7.5.2) since face validity can assist to some 

extent in ascertaining content validity as well.    

 

6.10.2.3 Construct validity 

 

Testing of construct validity in the current study was deemed crucial since the researcher had 

to provide proof that the questionnaire items were indeed measuring the constructs they were 

intended to measure. Construct validity refers to the extent to which an instrument measures 

the underlying theoretical construct it ought to measure (Bryman et al., 2014:39). This type of 

validity is meant to measure constructs with multiple indicators (Neuman, 2014:217). To 

determine the construct validity of the instrument, the study tested for convergent and 

discriminant validities. 

 

• Convergent validity: Convergent validity refers to the extent to which multiple 

indicators converge or are associated with one another (Neuman, 2014:217). To 

determine the convergent validity of the measurement scales, factor loadings computed 

in the EFA (c.f., Section 6.3.3.1 to 6.3.3.8) were applied. The factor loadings for all 

constructs measured the factors they were meant to measure since all items had factor 

loadings above the lower threshold value of 0.5. This suggests that each item in the 

measurement scales was able to account for at least 50 per cent of its intended latent 

construct.  Hence, constructs that should be related proved to be related indeed.  
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• Discriminant validity: Discriminant validity refers to the extent to which variables 

that are supposed to be unrelated are, in fact, unrelated and do not show to be strongly 

related (Bryman et al., 2014:39). In determining the discriminant validity of the current 

study, correlation coefficients were utilised. The constructs of the measuring instrument 

had correlation coefficients less than the cut-off value of 1.0 (c.f., Section 6.6). This 

suggests that items that were expected to be unrelated were indeed unrelated, and hence, 

valid.  

 

6.10.2.4 Predictive validity 

 

Predictive validity refers to how well an instrument is able to predict an outcome (Mackey & 

Gass, 2005:107; Kumar, 2011:147). The current study has EE as the predictor of the outcome 

variable which is the EI of students. The behavioural, psychological and environmental factors 

are applied in the current study as mediating factors but are also verified as predictors of EI. 

The predictive power of these constructs was assessed through the application of regression 

analysis using a p-value of less than 0.05 as a cut-off value for the significance of predictions 

(c.f., Section 5.7.6.5).  The results of the regression analysis for both the TVET college and 

UOT reveal positive beta values between the dependent and independent variable, thereby 

confirming that the predictive validity was adequate in this study. 

 

6.11 SUMMARY OF THE CHAPTER 

 

The objective of this chapter was to report on the results of the statistical analysis performed 

on the collected data for the TVET College and the UOT sample groups. The first part of the 

chapter reported the results of the pilot study, which was conducted to test the reliability of the 

measuring instrument. All constructs proved to be reliable since they had Cronbach’s alpha 

values above the recommended cut-off value of 0.7. Thereafter, the results of the main study 

were delineated, which included the descriptive analysis of the demographics of the 

respondents and the exploratory factor analysis (EFA). Before the EFA could be performed, 

the test for factorability was conducted by means of the Bartlett’s test of sphericity and Kaiser-

Meyer-Olkin (KMO). The KMO values for both sample groups were above the threshold of 

0.5 indicating that the samples were large enough for the analysis to be performed. The 

Bartlett’s test of sphericity p-values were also within the recommended values of p ˂ 0.05, thus 

indicating that the statements of the constructs were indeed correlated in measuring what they 
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were intended to measure. The communalities and factor loadings of the EFA for both sample 

groups were greater than 0.2 and 0.5, respectively, thus revealing that only one factor was 

found for each one of the constructs except for SN since SN4 had to be discarded due to cross-

loading.  

 

The reliability and validity of the scale of the main study were also examined. The measuring 

scale was found to be reliable since it had Cronbach’s alpha values greater than 0.7 for all the 

constructs. The chapter also presented the analysis of the descriptive statistics of the constructs. 

Of all the constructs for both sample groups, ATB and NA scored the highest means while the 

IR scored the lowest. The EFA was followed by the correlation analysis of the constructs for 

both the TVET college and the UOT samples. Section 6.6 conveyed the results of the 

correlation analysis. All constructs for both sample groups were found to be significantly 

correlated. Thereafter, the regression analysis was performed on all constructs to determine 

their predictive power on the EI of the students. The EE was found to be statistically significant 

on the EI of the students as well as on the ATB, SN, PBC, SE, NA, and IR for both sample 

groups. As mediating factors for the TVET college sample, ATB, SN and IR were found to be 

statistically significant on the EI of the students while PBC, SE and the NA were not significant. 

This led to the following hypothesis decisions for the TVET college: H1, H2, H3, H4, H5, H6, 

H7, H8, H9 and H13 were supported while H10, H11 and H12 were not supported. For the 

UOT, the ATB, PBC and SE were found to be statistically significant in predicting the EI of 

the students while the SN, NA and IR were insignificant. This led to drawing the following 

conclusions on the hypotheses of the UOT: H1, H2, H3, H4, H5, H6, H7, H8, H10 and H11 

were supported while H9, H12 and H13 were not supported. The last part of the chapter 

discussed how the theories underpinning the current study were applied and linked to the 

research results. The next chapter presents the conclusions, recommendations, limitations and 

implications for further research. 
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CHAPTER 7 

CONCLUSIONS, RECOMMENDATIONS, LIMITATIONS AND IMPLICATIONS 

FOR FUTURE RESEARCH 

 

7.1 CHAPTER OVERVIEW 

 

The purpose of this chapter is to draw the overall conclusion of the study. The first part of the 

chapter presents the review of the entire study by providing a brief overview of each chapter 

of the study. Thereafter, the conclusions based on the theoretical objectives of the current study 

are presented, followed by the conclusions based on the empirical objectives. The chapter 

further provides recommendations on how the factors that were under investigation in the 

current study can be improved in TVET colleges and UOTs. The chapter further discusses the 

theoretical and practical contributions of the study. The final sections of the chapter present the 

limitations of the study, suggestions for further research and the overall conclusion of the 

chapter.  

 

7.2 REVIEW OF THE STUDY 

 

The purpose of the present study was to examine the impact of EE on the EI of the students. 

Additionally, to compare the extent of its influence on two types of HEIs in South Africa, 

namely a TVET college and a UOT in the Southern region of the Gauteng province. The final 

thesis comprises seven chapters.  

 

The first chapter provided an overview of how the study was performed. The chapter discussed 

the introduction and background to the study, as well as the problem statement and the research 

objectives. A preliminary literature review was also provided. The conceptual model and the 

hypotheses statements were also presented in this chapter. The chapter further outlined a 

summary version of the research methodology employed in the study. Moreover, the 

definitions of key terms, ethical considerations and the classification of thesis chapters were 

provided.   

 

The second chapter reviewed the literature on the South African higher education environment. 

It first provided an overview of the statutory bodies in the higher education system in South 
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Africa.  The chapter also discussed the higher education policies before the establishment of 

democracy in 1994, and how they affected different people in the country. Various portions of 

higher education policies enacted after 1994 were also discussed, to show the improvements 

made in ensuring that education was now free to all previously marginalised groups. The 

chapter further provided an overview of higher education and entrepreneurship in South Africa, 

showing the inroads made in ensuring that EE had become an important pillar of education.  

The higher education achievements and challenges experienced in higher education in South 

Africa were also discussed comprehensively.  

 

The third chapter reviewed the literature on the research theories and EE. The first part of the 

chapter provided an overview of the chapter, followed by a discussion on the research theories 

underpinning the study. The literature review on EE was also presented.  

 

The fourth chapter reviewed the literature on the research constructs of the current study. The 

reviewed literature was on the research constructs, namely EIs, ATB, the SN, PBC, SE, the NA 

and IR. The review included an analysis of studies previously conducted on behavioural, 

psychological and environmental factors in South Africa. An examination of the research gap 

was performed through a review of previous studies on EIs in South Africa.  Research 

hypotheses were also formulated.   

 

The fifth chapter outlined the research methodology employed in the study. Topics that were 

discussed included research reasoning and paradigms, approach, design and strategy. The 

chapter also highlighted the procedures employed in performing and reporting the literature 

review. A presentation on the empirical part of the study was made, focusing on topics such as 

sampling design, procedures for data collection and data analysis as well as the ethical 

considerations followed in the study.  

 

The sixth chapter presented the data analysis, interpretation and discussion of the empirical 

results. The results of the pilot study were presented, followed by the results of the main study. 

The results of the EFA and the descriptive statistics of the constructs for the TVET college and 

UOT data were presented. The chapter then highlighted the results of the correlation analysis, 

regression analysis and the hypotheses’ decisions. An explanation was given on how the TRA 

and the TPB were applied in the current study, linking these theories to the research results. 
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The chapter closed by discussing the application of various techniques to measure the reliability 

and validity of the measuring instrument.   

 

The seventh chapter provides an overview of the thesis chapters, conclusions, 

recommendations, limitations and implications for future research.  

 

7.3 CONCLUSIONS BASED ON THE THEORETICAL OBJECTIVES 

 

The purpose of this section is to discuss the conclusions based on the theoretical objectives 

stated in Section 1.3.2.1 in Chapter One and were set as follows:  

 

i. To review literature on the South African higher education environment.  

ii. To conceptualise entrepreneurial education from literature. 

iii. To analyse literature on the antecedents of the TRA and TPB, namely: ATB, SN and 

PBC. 

iv. To explore literature on personality traits deemed crucial to entrepreneurial persuasion, 

namely, SE and the NA. 

v. To conduct a literature review on IR (access to capital, business information and 

network), and  

vi. To analyse literature on EIs. 

 

7.3.1 Conclusions based on reviewed literature on the South African education 

environment 

 

The first theoretical objective focused on reviewing literature on the South African higher 

education environment. This objective was achieved in Chapter Two of the thesis. The 

literature review revealed that there were notable disparities in the HE system prior to the 

inauguration of the democratic government in 1994. The HE system was structured in a way 

that would mostly favour the White minorities. This was achieved by the division of the 

parliament into three chambers, namely: the House of Assembly (for the Whites), the House 

of Representatives (for the Coloureds) and the House of Delegates (for the Indians), and no 

provisions were made for the representation of Africans living in the Republic of South Africa. 

These chambers were further divided into “own affairs” which referred to the affairs of the 

Whites, Coloureds and Indians and “general affairs” which were the affairs of other racial 
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communities residing in South Africa. Education was considered by the 1984 constitution as 

an element of the “own affairs”. This culminated in the exclusion of the Africans as far as 

education was concerned in South Africa.  

 

The literature review also revealed that widespread changes in the HE system to redress the 

disparities caused by the apartheid regime started taking place post-1994 after the inauguration 

of the democratic government. In making the redress possible, the democratic government used 

the NCHE report of 1996, White Paper 3 of 1997, Higher Education Act of 1997 and the South 

African Qualifications Authority Act of 1995 as their fundamental tools. The focus of the 

democratic government was to undo injustices imbedded in the curriculum and research, and 

the funding of the HEIs by the government. Furthermore, the changing of the institutional 

culture by merging public HEIs and renaming technikons and FET colleges was a further 

imperative. The democratic government also introduced the CETCs with an attempt to help 

older citizens to upgrade their basic education levels as well as help students to upgrade their 

Grade 12 results. The literature review brought to light that the curriculum was mainly 

transformed by means of the introduction of the NQF. The NQF allowed credit accumulation 

and credit transfer in a manner that would align formal academic education and vocational 

training for better qualification articulation.  

 

The implementation of new policies in the higher education arena resulted in a number of 

achievements. Firstly, there was a radical change in the racial composition of the student body. 

The number of African students rose significantly with a gradual rise of Indian students while 

the number of White students declined. In terms of the gender profile of the student body, a 

significant shift started showing from 1997 with female students becoming more than the male 

students. Secondly, the staff profile of the higher education environment showed a marginal 

shift with more Blacks being employed by the higher education environment while the number 

of Whites reduced. Lastly, the graduation rates from 2009 of the undergraduate degrees, 

postgraduate below Master’s, Master’s degrees and Doctoral degrees showed a significant 

increase. The undergraduate certificates and diplomas, on the other hand, maintained a constant 

trend. The literature review also brought to light a number of challenges experienced by the 

higher education system. Firstly, there was a gradual decline in the government funding from 

the year 2000. This caused the HEIs to depend more on other sources of funds than they used 

to. Secondly, the fees must fall protest that started in 2015 put a serious strain on the HEIs’ 

operating funds. The protest also disrupted the normal operations of many HEIs. Thirdly, the 
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participation rate of students remained lower than anticipated, especially that of the African 

students. Fourthly, despite the merging of the HEIs, the HEIs remained highly racially 

classified. Another challenge experienced by the higher education system was the dropout rate 

that continued increasing. The literature review revealed that only 50 per cent of the students 

would remain until graduation. Lastly, the system had a high number of experienced academics 

that would soon retire. This was caused by the inability of the HE system to recruit and retain 

young academics to create the next generation of academics.  

 

In this chapter, it has emerged that despite all the efforts of the democratic government to 

redress the disparities of the past, challenges will continue to exist in the higher education 

environment because of factors that are beyond its scope of control. Despite all these 

challenges, the literature review revealed that HEIs remain a very important tool that can be 

utilised by policy makers to instil an entrepreneurial culture in the upcoming generations. The 

current study acknowledges the crucial role that can be played by HEIs in enhancing the EIs 

of the students in South Africa.     

 

7.3.2 Conclusions based on the conceptualisation of entrepreneurship education from 

literature 

 

The second theoretical objective of the current study was to conduct a literature review on the 

conceptualisation of EE. This objective was achieved in the third chapter of the current thesis. 

The literature review mainly focused on two elements of EE, namely, the teaching side and the 

learning process of the students. These two were then merged to form an integrated model that 

aligned the teaching method and the learning process of the students.  

 

During the literature review it was indicated that, for in-depth learning, teaching 

entrepreneurship involves generalised entrepreneurial education, motivational entrepreneurial 

education and augmented entrepreneurial education. This could be achieved by providing basic 

knowledge about entrepreneurship, creating a platform where students could interact with 

successful entrepreneurs and affording students the opportunity to participate in simulated 

businesses or real businesses, respectively. This way of teaching is necessitated by the way 

students learn effectively, which is by the skill of understanding the content taught, volition 

and motivation to willingly participate in the learning process, and imitation or participation in 

similar scenarios. The current study concedes that the higher education authorities do 
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acknowledge the importance of these three elements in teaching entrepreneurship. However, 

the autonomous nature of the HEIs makes it challenging for the authorities to impose methods 

of teaching onto the HEIs. This causes the educators to resort to easier ways of teaching, thus 

adhering to teaching the content only, and forsaking the motivation and participation elements.       

 

7.3.3 Conclusions based on the analysis of literature on the antecedents of the TRA and 

TPB 

 

The third theoretical objective focused on analysing the literature on the antecedents of the 

TRA and the TPB since they underpin the current study. In the literature review, it emerged 

that both the TRA and the TPB are popular attitude-behaviour theories used by researchers to 

determine the intentions of individuals to engage in an overt behaviour. Starting a new business 

is a behaviour that is preceded by the intention to do so. Hence, the rationale behind the 

application of these two theories was to determine the extent to which they could predict the 

intentions of the students to start new businesses. From the literature review it was established 

that the TPB could predict the intentions of an individual better than the TRA since it takes 

into consideration the PBC of an individual. The ATB and the SN are found in both theories 

as the instruments by which the intentions of an individual could be determined, while the PBC 

is an additional element only found in the TPB, which was aimed at complimenting the flaws 

of the TRA. It was also established from literature that for better behaviour predictions, the 

TPB allows for the incorporation of more elements. The researcher, thus, incorporated SE, the 

NA and the IR since these elements could have a profound impact on the EI of the respondents.   

 

It also emerged from the literature review that ATB mainly depends on the content component 

of attitude which is based on cognitive information, affective information and behaviour 

information. Simply put, attitudes help people to evaluate objects of thought, in this regard 

“intentions to start a business”. The ATB was found to have a huge impact on the decision-

making process of an individual. If the ATB of an individual is negative, the behaviour might 

not occur and vice-versa. The SN on the other hand, investigates the impact that people of 

importance might have on the decision an individual has to make. The literature review 

revealed that an individual would most probably consider starting a business if the individual 

believed that friends and family members would like him or her to start a business.  
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It also emerged that four factors that enforce conformance to SNs are rewards or punishment, 

what the individual perceives as normal behaviour, uncertainty, and supernatural forces. The 

PBC is only found in the TPB as highlighted before. It is aimed at assessing the perceived ease 

or difficulty of performing a behaviour of interest. The PBC of an individual is seen as the 

reflection of previous experiences as well as impediments and difficulties faced by that 

individual. The literature review revealed that the more the individual has an enhanced PBC, 

the greater is the possibility that the behaviour in question will be undertaken.   

 

7.3.4 Conclusions based on the exploration of literature on personality traits deemed 

crucial to entrepreneurial persuasion 

 

The fourth theoretical objective of the current study was to explore the literature on personality 

traits deemed crucial to entrepreneurial persuasion. This objective was achieved in Chapter 

Four of the present study. The literature review revealed that SE and the NA are the most 

crucial personality traits needed for EIs. The present research project thus focused on 

conducting the literature review only on these two personality traits. It emerged from the 

literature review that SE could affect an individual’s behaviour both directly and via its effects 

such as the individual’s thinking patterns and motivation. The individuals whose sense of SE 

is high would mostly visualise success in tasks they intend performing thus culminating in high 

performance. It also emerged that SE is built up by enactive mastery, vicarious experience, 

social persuasions and physiological and affective states. The literature review revealed that 

PBC and SE are sometimes used interchangeably but they are not the same. The PBC focuses 

on a specific task whereas SE is more generic in nature. It seemed important that the SE was 

explored, as general capabilities of individuals could have a direct influence on decisions to be 

taken on specific tasks. Regarding the NA, the literature review highlighted that it is very 

important for the economic success of any specific population. It emerged that NA would 

motivate someone to pursue a career in entrepreneurship. The essence of entrepreneurship is 

to solve societal problems. The people with a high need for achievement display a strong need 

to solve these societal problems.    

 

7.3.5 Conclusions based on literature review of instrumental readiness 

 

The fifth theoretical objective was also addressed in Chapter Four of the current study. It was 

focused on performing a literature review on IR. Of all the resources that a prospective 
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entrepreneur might need, access to capital, business information and social networks emerged 

as the most instrumental ones in starting a new business. In the literature review, the sources 

of capital were observed to be personal savings, an extended family network, community 

savings and credit systems or financial institutions. From the literature review it also emerged 

that most local entrepreneurs perceive getting funding in South Africa to be a serious challenge 

for them. Nonetheless, the microfinance and government funding, amid these challenges, 

seems to be improving. Regarding access to key business information, the literature review 

disclosed that such information in developing countries is mostly inadequate, cumbersome to 

access, limited in scope and is not provided in an integrated manner. This makes it difficult for 

the prospective entrepreneurs to benefit from it. The last element mentioned in the literature 

review was the access to social networks. Insight gained from the literature review was that the 

prospective entrepreneurs themselves should deliberately act to create and maintain social 

networks, which could take a considerable amount of effort and time. From the literature 

review, it was learnt that the influence of the factors of IR could vary from one environmental 

context to another. Hence, every researcher should take that into consideration and avoid using 

a blanket approach when determining the EI of a specific research unit.       

   

7.3.6 Conclusions based on the analysis of literature on entrepreneurial intentions   

 

The last theoretical objective of the present study was to perform an analysis of the literature 

on EIs. This objective was achieved in Chapter Four of this thesis. It emerged from the literature 

review that determining the intention to perform any overt behaviour could be done by means 

of the TRA and the TPB. Since the intention of starting a business by an individual could also 

be determined by the use of these two theories, they were then applied in the current study. It 

also emerged from the literature review that a researcher could incorporate additional elements 

on the TPB for better predictions. This led to the incorporation of SE, the NA and the IR on 

the TPB for better prediction of the EI of the respondents. The ATB, SN, PBC, SE, NA and 

the IR were therefore utilised in the current study as the mediating factors between EE and the 

EI of the respondents. These factors were further referred to as the “behavioural, psychological 

and environmental factors”. The influence of these factors on the EI was therefore determined 

as well.    
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7.4  CONCLUSIONS BASED ON THE EMPIRICAL OBJECTIVES 

 

This section is aimed at discussing the conclusions based on the empirical objectives stated in 

Section 1.3.2.2 in Chapter One and were set as follows: 

 

i. To assess the effectiveness of EE from the viewpoint of students at a selected South 

African TVET college and UOT. 

ii. To explore the levels of EIs amongst students at a selected South African TVET college 

and UOT. 

iii. To determine the levels of behavioural, psychological and environmental factors, 

namely ATB, SN, PBC, SE, NA and IR at a selected South African TVET college and 

UOT. 

iv. To determine the influence of EE on EIs amongst students at a selected South African 

TVET college and UOT. 

v. To examine the influence of EE on behavioural, psychological and environmental 

factors amongst students at a selected South Africa TVET college and UOT, and 

vi. To establish the influence of the behavioural, psychological and environmental factors 

on EIs amongst students at a selected South African TVET college and UOT.  

 

7.4.1 Conclusions regarding the effectiveness of entrepreneurship education from the 

viewpoint of students at a selected South African TVET college and UOT 

 

The first empirical objective was aimed at assessing the effectiveness of EE from the viewpoint 

of the students at a selected South African TVET college and UOT. This objective was 

achieved in Chapter Six of the thesis. Descriptive statistics in the form of minimum and 

maximum values, mean scores and standard deviation were used to determine the perceptions 

of the students regarding EE. The study reveals, that students from both HEIs do perceive the 

content of the EE offered at their institutions to be effective in helping them understand how 

they can start and manage a business. The current study thus concludes by acknowledging that 

EE offered at both the selected TVET college and the UOT, has the potential of upskilling and 

equipping students to become better entrepreneurs should they decide to follow a career in 

entrepreneurship.   
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7.4.2 Conclusions regarding the exploration of the level of EIs amongst students at a 

selected South African TVET college and UOT 

 

The second empirical objective was aimed at exploring the level of EIs amongst students at a 

selected South African TVET college and UOT. This objective was achieved by means of 

descriptive statistics in Chapter Six. The minimum and maximum values of the mean scores 

and standard deviation were used to determine the level of EIs amongst the students. The mean 

scores for the scales were both above the median value of the scale utilised. This indicated that 

the students from both the TVET college and the UOT harbour some intentions to start their 

own businesses. The current study, therefore, draws the conclusion that students from both the 

TVET college and the UOT have intentions to venture into new businesses and their attitudes 

are similar in this matter.   

 

7.4.3 Conclusions regarding the levels of behavioural, psychological and environmental 

factors at a selected South African TVET college and UOT 

 

The third empirical objective was aimed at determining the levels of the behavioural, 

psychological and environmental factors of the students from the selected South African TVET 

college and UOT. This objective was achieved in Chapter Six of the thesis. The descriptive 

statistics in the form of minimum and maximum values, mean scores and standard deviations 

were used to determine the levels of the ATB, SN, PBC, SE, NA and IR. The mean scores of 

the scales for both the TVET college and UOT’s students were above the median value of the 

scales on all the constructs. Regarding ATB, the results suggest that the students from both 

institutions possess a positive attitude towards entrepreneurship. The results of the SN, for both 

the TVET and UOT students, suggest that they cherish the support they might receive from 

people important to them. Regarding PBC and SE of the students, the study confirms that they 

perceive themselves as possessing the necessary capabilities to start and manage an 

entrepreneurial venture should such opportunities avail themselves.  

 

With regards to the NA, the study suggests that the students perceive that they possess the drive 

within themselves to achieve more in any endeavour they invest their time into. Lastly, with 

respect to IR, the study indicates that the students perceive that they have access to fundamental 

resources that could enhance the success of starting their own businesses. Based on these 

results, the study draws the conclusion that the students from both the TVET colleges and 
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UOTs do have an acceptable level of the behavioural, psychological and environmental factors 

that could enhance their intentions of starting new businesses.  

 

7.4.4 Conclusions regarding the influence of entrepreneurship education on 

entrepreneurial intention amongst students at a selected South African TVET 

college and UOT 

 

The fourth empirical objective was achieved in Chapter Six of the current study. It was aimed 

at determining the influence of EE on the EI of students at a selected South African TVET 

college and UOT. The results showed that EE influences the EI of the students from both types 

of HEIs positively. The Pearson’s correlation analysis showed that there is a moderate positive 

and significant correlation between EE and EI of the TVET college students, while the 

correlation between the EE and EI of the UOT students was observed to be a weak positive and 

significant correlation. In testing the first hypothesis (H1) of the current study, a regression 

analysis was performed. For the TVET college students, the relationship was found to be 

significant and positive (β=0.438). For the UOT students, the relationship was also found to be 

significant and positive (β=0.301). This leads to the conclusion that the EIs of students from 

TVET colleges and UOTs are likely to either increase or decrease in line with their level of 

exposure to education that is aimed at improving entrepreneurship. Also, EE determines the 

intentions of these students to start businesses. Therefore, EE is observed to be an important 

catalyst and enhancer of EIs of the students from both HEIs. 

 

7.4.5 Conclusions regarding the influence of entrepreneurship education on 

behavioural, psychological and environmental factors amongst students at a 

selected South Africa TVET college and UOT 

 

The fifth empirical objective of the current study was to examine the influence of EE on the 

behavioural, psychological and environmental factors amongst students at a selected South 

African TVET college and UOT. This objective was achieved in Chapter Six of the present 

study. To achieve this objective, the Pearson’s correlation and regression analysis procedures 

were performed.  
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7.4.5.1 Conclusion regarding the influence of entrepreneurship education on attitude 

towards behaviour amongst students at a selected South African TVET college 

and UOT 

 

The results of the correlations between EE and ATB were moderate, positive and significant 

for both the TVET college and the UOT students. Regarding the testing of the second 

hypothesis (H2) of the current study, the regression analysis was employed. For the TVET 

college students, the regression results were found to be considerably positive and significant 

with (β=0.457), and for the UOT students, the results (β=0.414) were moderately positive and 

significant. The conclusion drawn from these results is that the influence of EE on the EIs of 

the students from both types of HEIs is similar in the sense that if EE improves, the ATB for 

the TVET college students as well as that of the UOT students will also improve. EE also 

determines the ATB of the students from both the TVET college and the UOT. The current 

study, therefore, concludes by considering EE to be a crucial tool, amongst others, which 

should be utilised to improve the attitude of students towards entrepreneurship.  

 

7.4.5.2 Conclusion regarding the influence of entrepreneurship education on the 

subjective norm amongst students at a selected South African TVET college and 

UOT 

 

The results of the correlation analysis revealed that there is a weak positive and significant 

correlation between EE and the SN of the students from both types of HEIs. Concerning the 

third hypothesis (H3), the regression analysis results showed that EE positively predicts the SN 

of the students from both the TVET college (β=0.287) and the UOT (β=0.320). The relationship 

between EE and the SN for both HEIs has thus displayed similar patterns. Therefore, the 

conclusion drawn in the present study is that the SN of the students in TVET colleges and 

UOTs improves as they get exposed to EE programmes. Moreover, after the students get 

exposure to the EE programmes, they tend to feel socially compelled to start businesses.  

 

7.4.5.3 Conclusion regarding the influence of entrepreneurship education on perceived 

behavioural control amongst students at a selected South African college and UOT 

 

The correlation analysis for the TVET college students between EE and PBC showed that there 

is a moderate positive and significant relationship between these two constructs. On the other 
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hand, for the UOT students, the correlation analysis between the same constructs revealed a 

rather weak positive but still significant correlation. In testing the fourth hypothesis (H4) of the 

current study, regression analysis was performed. The results of the regression analysis 

(β=0.404) for the TVET college students and (β=0.304) for the UOT students, revealed that EE 

significantly and positively impacts on PBC of the students for both HEIs. Based on these 

results, the study concludes that exposing the students in TVET colleges and UOTs to EE 

programmes tends to strengthen their beliefs regarding their abilities to successfully start and 

manage any new business ventures.   

 

7.4.5.4 Conclusions regarding the influence of entrepreneurship education on self-

efficacy amongst students at a selected South African college and UOT 

 

The results of the correlation analysis for both TVET college and UOT students, showed that 

there is a weak positive and significant correlation between EE and SE of the students. 

Regarding the testing of the fifth hypothesis (H5) of the study, the results of the regression 

analysis (β=0.318) of the TVET college students and those of the UOT students (β=0.374) 

exhibit EE as a significant and positive predictor of the SE of the students. This leads to the 

conclusion that the students from the TVET colleges and UOTs tend to believe themselves 

capable of managing any difficult tasks relating to entrepreneurial activities the more they 

acquire EE.   

 

7.4.5.5 Conclusions regarding the influence of entrepreneurship education on the need to 

achieve amongst students at a selected South African TVET college and UOT 

 

The association of EE and the NA was determined by means of the correlation analysis. The 

results of the correlation analysis were similar for both the students from the TVET college and 

the UOT. The correlation between EE and the NA was found to be moderately positive and 

significant for students from both types of HEIs.  Concerning the testing of the sixth hypothesis 

(H6), the results of the regression analysis of the TVET college students (β=0.402) and of the 

UOT students (β=0.393) proved EE to be a positive and significant predictor of the NA of the 

students. The conclusion drawn from these results is that EE is an important tool that can be 

utilised to improve the NA of students from TVET colleges and UOTs. 



247 
 

7.4.5.6 Conclusions regarding the influence of entrepreneurship education on 

instrumental readiness amongst students at a selected South African TVET college 

and UOT 

 

The results of the correlation analysis conducted between EE and the IR from both the TVET 

college and UOT students reported a weak positive and significant correlation association. The 

hypothesis (H7) formulated between these two constructs was also explored by means of the 

regression analysis. The results of the regression analysis for both the TVET college (β=0.402) 

and UOT (β=0.206) showed a positive moderate and significant predictive power effect of EE 

on IR. In conclusion, the current study supports the notion that EE could assist in guiding the 

students from both HEIs to improved ways of sourcing instrumental resources in starting new 

businesses.  

 

7.4.6 Conclusions regarding the influence of the behavioural, psychological and 

environmental factors on entrepreneurial intention amongst students at a selected 

South African TVET college and UOT 

 

The fifth empirical objective of the present study was to establish the influence of the 

behavioural, psychological and environmental factors on EI amongst students at a selected 

South African TVET college and UOT. This objective was achieved in Chapter Six of the 

present study. To achieve this objective, the Pearson’s correlation and regression analysis 

procedures were performed. 

 

7.4.6.1 Conclusions regarding the influence of attitude towards behaviour on 

entrepreneurial intention amongst students at a selected South African TVET 

college and UOT 

 

The results of the correlation analysis between ATB and EI for the students from both the 

TVET college and UOT revealed a positive and strong significant correlation such that any 

increase or decrease in the level of ATB stimulates a strong response of EIs of the students 

from both HEIs. The hypothesis formulated between these two constructs (H8), was checked 

using the regression analysis. The results of the TVET college (β=0.555) and those of the UOT 

(β=0.585) indicate that ATB has a substantial amount of positive and significant impact on EIs 

of the students. This brings the study to the conclusion that, for both the TVET college and 
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UOT, students that engender a positive attitude towards entrepreneurship also possess the 

intentions to start new businesses. 

 

7.4.6.2 Conclusions regarding the influence of subjective norm on entrepreneurial 

intention amongst students at a selected South African TVET college and UOT 

 

The results of the correlation analysis between the SN and EIs of students from both the TVET 

college and UOT show that there is a moderate positive and significant correlation. Regarding 

the testing of the ninth hypothesis (H9), the results of the regression analysis of the TVET 

college (β=0.184) reveal a positive but marginal significant impact of the SN on the EIs of the 

students. However, the results of the UOT (β=0.023) do not show any significance in predicting 

the EI of the students. Based on these results, the conclusion drawn in the current study is that 

the SN only bears predictive power on the EI for the students of the TVET college and does 

not have any influence on the EI of the UOT students.  

 

7.4.6.3 Conclusion regarding the influence of perceived behavioural control on 

entrepreneurial intention amongst students at a selected South African TVET 

college and UOT  

 

The correlation test results show a moderate positive and significant correlation between PBC 

and EI of students from both the TVET college and UOT. Concerning the tenth hypothesis 

(H10) that focused on testing the influence of PBC on the EIs of the students, the regression 

results revealed that PBC is insignificant (β=-0.035) when it comes to the EI of the TVET 

college students. In contrast, the results of the regression analysis showed that PBC is 

statistically significant in predicting the EI of the UOT students. In light of these results, the 

conclusion drawn is that the perceived control over the act of starting a business only becomes 

a matter of concern when it comes to the UOT students. On the other hand, the TVET college 

students do not get affected by PBC.  

 

7.4.6.4 Conclusions regarding the influence of self-efficacy on entrepreneurial intention 

amongst students at a selected South African TVET college and UOT 

 

The results of the correlation analysis between SE and EI were similar for both the TVET 

college and UOT students. They both registered a moderate positive and significant correlation 
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between the SE and EIs of the students. In testing the eleventh hypothesis (H11), the results of 

the regression analysis of the TVET college (β=-0.009) revealed SE as a statistically 

insignificant predictor of EI of the students. In contrast, the regression analysis results for the 

UOT (β=0.136) showed SE as a positive and statistically significant predictor of EI of the 

students. The conclusion drawn in this regard is that SE plays no role in motivating the TVET 

college students to start new businesses, while for the UOT students, SE serves as a motivating 

factor to start new businesses.  

 

7.4.6.5 Conclusions regarding the influence of the need to achieve on entrepreneurial 

intention amongst students at a selected South African TVET college and UOT 

 

Regarding the correlation analysis between the NA and EI of the students from both the TVET 

college and the UOT, similar results were recorded. The correlation between these two 

constructs was found to be positive moderate and significant for both the TVET college and 

UOT students. The twelfth hypothesis was also confirmed by means of the regression analysis. 

The results of the TVET college (β=0.055) and those of the UOT (β=0.071) showed the NA to 

be insignificant in predicting the EI of the students from both HEIs. Based on these results, the 

conclusion drawn by the current study is that the NA does not trigger the EIs of students from 

the selected HEIs. However, it acknowledges the positive impact it might have on the 

persistence and perseverance the students might elicit once the businesses have been created. 

The study further concludes by saying no differences were found between the TVET college 

and the UOT students in this regard.  

 

7.4.6.6 Conclusions regarding the influence of instrumental readiness on entrepreneurial 

intention amongst students at a selected South African TVET college and UOT 

 

The results of the correlation analysis showed IR to be significant and positively correlated to 

the EIs of the students for both the TVET college and UOT students. In testing the last 

hypothesis (H13), the regression analysis results picked up some differences between the 

TVET college and UOT students. With the TVET college, IR was found to be positively 

significant (β=0.189) in predicting the EIs of the students. In contrast, the results of the UOT 

(β=0.007) recorded an insignificant predictive power on the EIs of the students. The conclusion 

drawn by the current study from these results is that availability of capital, business information 

and networks only bear predictive power on the EIs of the TVET college students, which is not 
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the case with the UOT students. Furthermore, the current study concludes by saying the UOT 

students do agree that these resources are crucial for starting a new business, however, their 

intentions to start businesses do not depend on readily available resources.  

 

7.5 RECOMMENDATIONS  

 

This section is aimed at providing a set of recommendations for each of the constructs that 

were under investigation in the current study in order to suggest some form of improvement, 

where possible, for the higher education authorities to implement to enhance the EIs of the 

students.  

 

7.5.1 Recommendations regarding the improvement of entrepreneurial education in 

TVET colleges and UOTs 

 

It has been established in the current study that EE does have a positive impact on the EIs of 

the students from both the TVET college and the UOT. It is acknowledged globally that EE is 

taken by most policy analysts to be among the most crucial policy instruments to promote 

entrepreneurship. It has the potential of infusing entrepreneurial interests in students thus 

impacting positively on their EIs. Based on this premise, the following recommendations are 

made for the South African higher education system.     

 

• Entrepreneurship is the backbone of every economy. It is recommended that the higher 

education authorities should be the sole custodian of the EE curriculum for all the HEIs. 

This will enable the higher education authorities to monitor the quality standard of the 

offering. Thus, ensuring that every HEI delivers graduates of almost the same calibre 

as far as entrepreneurship is concerned.  

• A survey should be undertaken at the TVET colleges and UOTs to assess the attitudes 

towards entrepreneurship of the academic staff as well as their entrepreneurial mindset. 

Should it be detected that the attitudes towards entrepreneurship of academic staff 

members are unfavourable, such individuals should be advised to attend entrepreneurial 

programmes so that they could be directed into being good stewards and role models to 

the students. 
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• Every module taught at the TVET colleges and UOTs, should have a section that is 

meant to suggest possible business opportunities that are in line with the module in 

question. This might open the students’ eyes and make them see the gaps they might 

venture into.  

• The entrepreneurship modules at the TVET colleges and UOTs should have a section 

that is more technical in terms of showing students how objects that they use daily are 

made. These objects include frying pans, pairs of scissors, computers etc. This could 

trigger creativity from the students’ side.     

 

In accordance with the empirical results of the current study, it is likely that the EIs of the 

students will be enhanced if the EE is improved from the standard at which it is currently. 

Hence, the recommendations might be of help to do so.   

 

7.5.2 Recommendations regarding the improvement of entrepreneurial intentions 

among students in TVET colleges and UOTs 

 

Starting a business is not accidental behaviour. It is a behaviour that is preceded by intentions 

to do so. If more businesses are necessary for economic growth, then intentions to do so should 

also increase. This makes it important to find better ways to improve EIs. The 

recommendations provided in the current study are that both the TVETs and UOTs should 

organise seminars for their students in which experts from the industry and renowned 

entrepreneurs are invited to share their business experiences. It is also important that students 

should be shown statistics that depict the unemployment rate in the country and the rate at 

which economic growth is dropping. It should be emphasised to students that the qualification 

they will obtain from the HEI does not guarantee any employment. Transparency and depiction 

of the true picture of what is happening in the country may unleash the entrepreneurial potential 

of the students. Furthermore, the recommendations on EE and the behavioural, psychological 

and environmental factors will also impact positively on the improvement of the EI of the 

students.        
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7.5.3 Recommendations focusing on the improvement of the behavioural, psychological 

and environmental factors among students in TVET colleges and UOTs 

 

The present study proposed the use of the antecedents of the TPB and further added SE, the 

NA and IR as mediating factors between EE and the EI of students. These factors in the current 

study were referred to as “behavioural, psychological and environmental factors”. It has been 

verified in the current study that these factors are essential and significant in determining the 

EIs of the students from both the TVET college and the UOT. This section, thus, provides ways 

of improving these factors.   

 

7.5.3.1 Recommendations focusing on attitude towards behaviour among students in 

TVET colleges and UOTs 

 

There are many causes of negative attitudes towards a focal object. Regarding 

entrepreneurship, it is possible that students could have seen or heard of businesses that failed 

or perhaps they do not believe they would be able to manage a business. To address these 

issues, the current study recommends that: 

 

• TVET colleges and UOTs should resort to attitude change workshops, especially for 

those students that have negative attitudes towards entrepreneurship. A well planned, 

deliberate and procedural attitude change program might help to convert the attitude of 

the students in question.  

• Motivational EE should not be left out. All institutions of the higher education system 

should avoid teaching generalised entrepreneurial education only but should also make 

efforts to incorporate the motivational EE leg in their curriculum. Motivation could help 

in improving the students’ attitude thus instilling better entrepreneurial interests in 

them.  

 

The results obtained in the current study showed that the attitude towards entrepreneurship of 

the students is quite strong. However, it remains an important call that ways to improve their 

attitude should always be looked upon. Attitude is a very important factor as far as EI is 

concerned. Maintaining a good attitude towards entrepreneurship would heighten the level of 

EI of the students.  
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7.5.3.2 Recommendations focusing on subjective norm among students in TVET colleges 

and UOTs 

 

In academia, different strategies have been utilised by various academics to inculcate certain 

skills and behaviours into students. One such strategy is giving students assignments or tasks 

that would need the involvement of other people to complete. The current study suggests that 

to improve the SN, such types of tasks should be given to the students from both the TVET 

college and UOT. The more students realise the advantages of working with other people such 

as classmates, friends, organisations and family members, the more they will learn how others 

can contribute towards their success. This, in turn, will improve their level of consulting other 

people when they need to make serious decisions in life. This includes starting a new business. 

 

7.5.3.3 Recommendations focusing on perceived behavioural control and self-efficacy 

among students in TVET colleges and UOTs 

 

The PBC and SE - although they are not completely the same - as pointed out in the literature 

review, can be improved by the same strategies and mechanisms. In improving these two 

constructs, the current study recommends that augmented ways of teaching entrepreneurship 

should be the focus for both the TVET college and the UOT. Augmented entrepreneurial 

education exposes students to experiential learning, which in turn helps the students to find 

themselves in terms of the latent capabilities in so far as entrepreneurship is concerned. 

Business simulation computer programs can be utilised by the higher education institutions to 

help the students to come to terms with business processes and enable them to make sound 

business decisions. The students can immediately see how the decisions they make affect the 

profitability of the business. As they improve in their decision-making skills, their PBC and 

SE will also improve. This would be caused by the positive results attributed to their decision-

making abilities.   

 

7.5.3.4 Recommendations regarding the improvement of the need to achieve among 

students in TVET colleges and UOTs 

 

Improving the NA could be a cumbersome task since it is a personality trait. The development 

of personality traits generally emanates from genetic and environmental factors (Briley & 

Tucker-Drob, 2014:2). Based on this premise, the present study recommends that students that 
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are enrolled for EE need to have their NA assessed by means of a survey questionnaire as soon 

as they commence with their classes. They should then form teams. Each team should have 

members that have a high NA and those whose NA is low. The interaction between these two 

personality traits might create an environment that would support the enhancement of the NA 

of those students whose NA is low. They should then be given tasks that would require the 

members’ collaboration. This study further suggests that this deliberate act should be enacted 

possibly in the beginning of the students’ first year and be maintained till their final year. The 

rationale behind such a prolonged period is that personality development happens over time. A 

shorter period may not yield the required results.    

      

7.5.3.5 Recommendations for the improvement of instrumental readiness among students 

in TVET colleges and UOTs 

 

Business information, capital and networks have proven over time to be significant for business 

starters. Most businesses would require one to have a certain number of fundamental resources 

to start them. To improve the availability of these resources, the current study recommends that 

both types of HEIs should consider the following: 

 

• Platforms for interaction and collaboration 

 

Platforms such as conferences and public lectures should be considered by both types of HEIs 

since they could provide opportunities for students to meet important people from the industry, 

who could share and critique important business information. Students could also create 

important networks with these individuals, which could assist the prospective student 

entrepreneurs in various ways when they consider following a career in entrepreneurship.  

 

• Business information newsletter for the students 

 

Newsletters have been used for many years to disseminate information to the staff as well as 

to the students by institutions of higher education pertaining to issues of relevance to them. To 

enhance the availability of crucial business information to the students, the same newsletters 

could be used. This avenue could be facilitated by the entrepreneurship centres of the 

institutions in question.  
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• Business funding workshops and seed funding mechanisms 

 

The entrepreneurship centres of HEIs should organise workshops, which would aim at 

providing business funding opportunities for the students. Guest speakers from different 

funding organisations could be invited to come address the students. The advantages and 

disadvantages as well as the procedures for applying for these funds could be addressed in these 

workshops. The institutions could also establish some seed funding mechanisms for students 

who come up with a promising business idea.     

 

• Encourage students to participate in funding competitions  

 

The private sector, state-owned organisations and some HEIs have in the past organised 

entrepreneurial competitions in which students could present their business ideas and win cash 

prizes to help with their start-ups. The students should be encouraged to participate in these 

competitions. The current study also encourages the TVET college to initiate such strategic 

endeavours to assist bringing their students onto the same pedestal as the UOT students.  

 

7.6 THEORETICAL CONTRIBUTIONS OF THE STUDY 

 

The model developed in this study has never been checked in the South African context. It is, 

therefore, a new model that contributes immensely to the body of knowledge regarding the 

development of the EIs of students from the TVET colleges and UOTs in South Africa. The 

study has also illuminated the extent to which the theories underpinning the study are 

applicable to the selected sample groups. Furthermore, the literature review conducted on the 

constructs of the study adds some valuable insight for academics in the entrepreneurship field. 

The study further provides an insight as to how the constructs of the study relate to one another. 

It provides light as to how the EE construct influences the EIs of the students and the 

behavioural, psychological and environmental factors. It further provides clarity regarding how 

the behavioural, psychological and environmental factors affect the EIs of the students from 

the TVET college and the UOT.    

 

The study provides a comparative analysis between the TVET colleges and the UOTs, which 

has not been conducted before in South Africa. It provides an understanding regarding how the 



256 
 

TVET college students differ from the students of the UOT. Some factors that were significant 

with the TVET college sample group were found to be insignificant with the UOT sample 

group. This provides insight as to which areas the academics from both the TVET colleges and 

UOTs should focus to improve the EIs of the students. The study also serves as a future 

reference point for prospective researchers when conducting studies on similar topics.  

 

7.7 PRACTICAL CONTRIBUTIONS OF THE STUDY 

 

The current study is the first study in South Africa to conduct a comparative analysis of the 

influence of EE on the EIs of TVET college and UOT students. It has investigated behavioural, 

psychological and environmental factors which are perceived by various scholars as important 

for the development of EIs of the students in South Africa. The study has therefore, contributed 

valuable information in the following areas: 

 

Contributions to policy makers: EE has been found by various studies in the past to have 

abilities to change and to enhance the EIs of students. Nonetheless, there are limited control 

measures put in place by policy makers to ensure that proper teaching methods that are in line 

with EE, are adhered to by the HEIs. Policies that are in line with the recommendations 

provided in Section 7.5.1 might enable proper monitoring and enhancement of EE. The study 

has, as well, provided valuable information regarding the level of EI of the students at tertiary 

institutions in South Africa. This, thus ensures the policy makers that entrepreneurial passion 

indeed does exist within students. This, in turn, calls for the policy makers to come up with 

strategies that would assist the students to turn this passion into real businesses.          

 

Contributions to curriculum development: The literature review conducted in the current 

study has revealed that for in-depth learning to take place, three elements are crucial to be 

embedded in the curriculum of EE, namely: generalised, motivational and augmented 

entrepreneurial education. The curriculum developers should make sure that all these elements 

are well spelled out in the EE curriculum so that educators could make sure that all elements 

are given the necessary attention for the proper development of the students.   

 

Contributions to teaching and learning methods: The literature review conducted in the 

current study provides insight as to how enhanced learning of the students takes place (refer to  
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Section 3.3.3.1 and Section 3.3.3.2). These has enlightened academics regarding methods and 

processes that need to be followed to enhance the interests of the students in South Africa in 

starting new businesses. The empirical results of the study also provide clarity regarding factors 

that are the most crucial in igniting the interests of the students to start businesses. Academics 

should focus more on these factors. Furthermore, the recommendations provided in the study 

provide ways in which all the constructs considered in the current study could be improved.  

 

7.8 LIMITATIONS OF THE STUDY 

 

The present study provided insightful information and revelations regarding the hypothesised 

relationships among EE, ATB, SN, PBC, SE, the NA, IR and the EI of the students in the TVET 

college and UOT in the Southern region of the Gauteng province in South Africa. Despite all 

the valuable contributions it has made to the body of knowledge, it has its own limitations 

which need to be highlighted for proper interpretation and use of the results. Several limitations 

associated with the current study were identified. The first limitation is that the moderating 

effect of the demographic factors such as gender and exposure to entrepreneurship, which could 

possibly have a significant impact on the results were not confirmed. Secondly, the scope of 

the study was limited to the Southern region of the Gauteng Province in South Africa. 

Furthermore, only two institutions of higher education were selected for the current study (that 

is, one TVET college and one UOT). This could be seen as a weakness given the number of 

UOTs and TVET colleges available in the Republic of South Africa. In addition, the scope of 

the study was only limited to public sector HEIs, no private institutions were considered.       

 

Thirdly, with regard to the empirical research design, the current study deployed the purposive 

sampling technique. This type of sampling technique is susceptible to sampling biases. Even 

though necessary precautions were applied to prevent such biases from happening, undetected 

latent biases could still exist. Furthermore, a cross-sectional survey was applied as opposed to 

a longitudinal survey. Hence, the study could not measure any increase or decline in the EIs of 

students from the selected HEIs. The results are, therefore, only true at one point in time when 

the research was conducted. This calls for caution when generalising the results of the current 

study. 
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7.9 SUGGESTIONS FOR FURTHER RESEARCH 

 

The current study only focused on determining and comparing the influence of EE offered at a 

selected TVET college and UOT. This provides opportunities for future studies to conduct 

comparative studies that could be inclusive of the traditional and comprehensive universities 

as well. Future studies could also extend their scope of research to other regions of the Gauteng 

province and other provinces in the country. These studies could further consider performing 

longitudinal surveys, which could provide insightful knowledge regarding the pattern of the 

EIs of the students, whether they are increasing, constant or decreasing.     

 

The current study relied solely on the quantitative research approach. This provides an 

opportunity for further research to employ a mixed-method approach that is both quantitative 

and qualitative in nature. This could provide an in-depth insight that takes into consideration 

the experiences, thoughts and feelings of the respondents, which could have a profound 

influence on the EIs of the students. Moreover, the empirical results of the current study 

revealed that the SN and IR are positively significant only to the TVET college respondents 

and insignificant to the UOT respondents. Furthermore, the PBC and SE was found to be 

positively significant only to the UOT respondents and insignificant to the TVET college 

respondents. Future studies could consider investigating the cause of these differences and 

suggest ways of improvements in that regard.    

 

Further studies can also make comparisons with other types of   institutions such as traditional 

and comprehensive universities. This would provide a more holistic set of results in the 

application of EE and EI.  

 

In addition to the above, a matter of concern is that many students that habour entrepreneurial 

intentions do not eventually start any businesses. This low uptake of entrepreneurial start-ups 

by students that wish to be business owners is a potential area of future research interests, to 

discover the reasons behind that trajectory.  

 

7.10 CONCLUSION 

 

This chapter serves as the final chapter of the study. It provides statistical evidence that indeed 

there is a positive significant relationship between EE and the EIs of the students at both the 
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TVET colleges and UOTs in South Africa. The results of the study also provided evidence that 

EE offered at both the TVET college and the UOT yielded similar amounts of EI from the 

students.  The results further provide statistical evidence that the antecedents of the TRA and 

the TPB do not necessarily provide conclusive evidence of intentions to start new businesses 

but will also depend on the environmental context under which the study is performed. In the 

results, ATB stood out to be the most crucial factor in determining the intentions of the students 

from both HEIs to start new businesses. Except for the ATB, the results of the study further 

revealed that the EIs of the students from the TVET college are more dependent on 

environmental support as opposed to the students from the UOT. Given the fact that EE 

influences the EIs of students positively, the study recommends that the curriculum of EE 

should be under the sole custodianship of the higher education authorities so that control 

measures could be put in place to ensure its proper delivery.         
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APPENDIX A 

QUESTIONNAIRE FOR THE TVET COLLEGE 

Faculty of Management Sciences 

Research conducted by: 

Mr Moses Matsheke 

Cell: 079 317 9131 

Office: 016 950 6682   

Email: mosesm@vut.ac.za 

Dear Respondent, 

You are requested to participate in an academic research study conducted by Mr Moses Matsheke, a 

PhD student from the Department of Logistics at the Vaal University of Technology. The purpose of 

the study is to gather information on entrepreneurship education, behavioural and psychological factors 

influencing the entrepreneurial intentions of students at a University of Technology and at a Technical 

and Vocational Education and Training college. You have been chosen to participate in the study based 

on your enrolment at these institutions of higher education. It is therefore envisaged that you will 

provide relevant and important information towards this study.  

Please note the following: 

1. Your name will not appear on the questionnaire and the answers you provide will be treated as 

strictly confidential and anonymous. You cannot be identified in person based on the answers you 

give. 

2. Your participation in this study is very important to us. You may, however, choose not to participate 

and you may also withdraw from participating at any time without any negative consequences. 

3. Please answer the questions in the attached questionnaire as completely and honestly as possible. 

This should not take more than 20 minutes of your time. 

4. The results of the study will be used for academic purposes only and may be published in an 

academic journal. We will provide you with a summary of our findings on request. 

5. Please contact my supervisors, Prof. Chengedzai Mafini, chengedzaim@vut.ac.za or Prof. Roy 

Dhurup, manilalld@vut.ac.za if you have any questions or comments regarding the study. 

Please sign this letter to indicate that: 

• You have read and understand the information provided above. 

• You give your consent to participate in the study on a voluntary basis. 

 

Respondent’s signature:  ___________________  Date:  _____________ 

 

 

 

 

mailto:mosesm@vut.ac.za
mailto:chengedzaim@vut.ac.za
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SECTION A: DEMOGRAPHIC PROFILE  

This section has questions that focus on your background information.  Please indicate your 

answer by crossing (X) in the appropriate block or by filling in your answer. 

 

A1 Your gender Male  Female  

 

A2 Your age group 16-20 years 

  

21-24 years 

 

25-29 years 

 

30-34 years 

 

35 years and 

above 

 

 

A3 Race Black 

 

White 

 

Indian 

  

Coloured  

 

Other  

(Specify………………) 

 

A4 Level of study N1 (1) N2 (2) N3 (3) N4 (4) N5 (5) N6 (6) 

Level 1 
 

Level 2 
 

Level 3 
 

Level 4 
 

Level 5 
 

Level 6 
 

 

A5 Field of 

study 

Nated 

Engineering 

 

Business 

Studies 

 

National Certificate 

Vocational (NCV)    

Other 

  

(Specify………………) 
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SECTION B: ENTREPRENEURSHIP EDUCATION  

This section requests your views regarding the influence of entrepreneurship education on 

intentions to start your own business. Please indicate the extent to which you agree or disagree 

by ticking the corresponding number between 1 (Strongly disagree) and 7 (Strongly agree). A 

rating of (4) points towards a neutral view of the statement.  
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EE1 Entrepreneurial education gives me a 

feeling of independence 

1 2 3 4 5 6 7 

EE2 I have acquired the skills and knowledge 

needed to establish a new business from 

the entrepreneurship course 

1 2 3 4 5 6 7 

EE3 The entrepreneurship course has 

increased my awareness of the duties of 

entrepreneurs 

1 2 3 4 5 6 7 

EE4 The entrepreneurship course has 

enhanced my understanding of the 

different sources where I can obtain 

funding to start a new business 

1 2 3 4 5 6 7 

EE5 Through the entrepreneurship course, I 

have acquired the competencies required 

to manage a new business  

1 2 3 4 5 6 7 

 

SECTION C: BEHAVIOURAL AND PSYCHOLOGICAL FACTORS INFLUENCING THE 

ENTREPRENEURIAL INTENTIONS 

This section requests your views regarding the influence of behavioural and psychological 

factors on the entrepreneurial intentions of students. Please indicate the extent to which you 

agree or disagree by ticking the corresponding number between 1 (Strongly disagree) and 7 

(Strongly agree). A rating of (4) points towards a neutral view of the statement.  
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ATTITUDE TOWARDS BEHAVIOUR 

ATB1 A career as an entrepreneur is attractive to me 1 2 3 4 5 6 7 

ATB2 If I had the opportunity, I would start a 

business 

1 2 3 4 5 6 7 

ATB3 If I had the resources, I would start a business 

 

1 2 3 4 5 6 7 
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ATB4 Being an entrepreneur would lead to great 

satisfaction for me 

1 2 3 4 5 6 7 

ATB5 Among various options, I would rather be an 

entrepreneur 

1 2 3 4 5 6 7 

SUBJECTIVE NORM 

SN1 I believe that my closest family feels that I 

should pursue a career as an entrepreneur 

1 2 3 4 5 6 7 

SN2 I believe that my closest friends feel that I 

should pursue a career as an entrepreneur 

1 2 3 4 5 6 7 

SN3 I believe that people who are important to me 

feel that I should pursue a career as an 

entrepreneur 

1 2 3 4 5 6 7 

SN4* I do not care about what people who are 

important to me think when I decide to be an 

entrepreneur 

1 2 3 4 5 6 7 

PERCEIVED BEHAVIOURAL CONTROL 

PBC1 To start a business would be easy for me 1 2 3 4 5 6 7 

PBC2 I am prepared to start a viable business 1 2 3 4 5 6 7 

PBC3 I can control the creation process of a new 

business 

1 2 3 4 5 6 7 

PBC4 I know the necessary practical details to start 

a business  

1 2 3 4 5 6 7 

PBC5 To keep a business working would be easy 

for me 

1 2 3 4 5 6 7 

SELF-EFFICACY  

SE1 I am good at handling unforeseen situations 1 2 3 4 5 6 7 

SE2 I am more efficient because I do more work 

in less time 

1 2 3 4 5 6 7 

SE3 When confronted with a problem I usually 

find several solutions 

1 2 3 4 5 6 7 

SE4 When working in a group I prefer being a 

leader rather than a follower 

1 2 3 4 5 6 7 

NEED TO ACHIEVE  

NA1 I work hard 1 2 3 4 5 6 7 

NA2 I continue working until everything is perfect 1 2 3 4 5 6 7 

NA3 I excel in what I do  1 2 3 4 5 6 7 

NA4 I perform tasks with all my heart  1 2 3 4 5 6 7 

NA5 I try hard to improve on past work 

performance 

1 2 3 4 5 6 7 

NA6 I do very well in fairly difficult tasks relating 

to my study  

1 2 3 4 5 6 7 
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INSTRUMENTAL READINESS 

IR1 I have access to capital required to start a 

business 

1 2 3 4 5 6 7 

IR2 I have access to supporting information to 

start to be an entrepreneur 

1 2 3 4 5 6 7 

IR3 I have good social networks that can be 

useful when I decide to be an entrepreneur 

1 2 3 4 5 6 7 

IR4 I have access to property that can be useful 

when I decide to be an entrepreneur 

1 2 3 4 5 6 7 

IR5 I have access to equipment that can be useful 

when I decide to be an entrepreneur 

1 2 3 4 5 6 7 

 

SECTION D: ENTREPRENEURIAL INTENTIONS 

This section requests your views regarding your intentions of starting a business. Please 

indicate the extent to which you agree or disagree by ticking the corresponding number 

between 1 (Strongly disagree) and 7 (Strongly agree). A rating of (4) points towards a neutral 

view of the statement.  
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EI1 My professional goal is to become an 

entrepreneur 

1 2 3 4 5 6 7 

EI2 I have seriously thought of starting a 

business  

1 2 3 4 5 6 7 

EI3 I am determined to create a business in the 

future 

1 2 3 4 5 6 7 

EI4 I will make every effort to run my own 

business 

1 2 3 4 5 6 7 

EI5 I am ready to do anything to be an 

entrepreneur 

1 2 3 4 5 6 7 

 

Thank you for taking time to complete this questionnaire. Your views are much appreciated. 
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APPENDIX B 

QUESTIONNAIRE FOR THE UNIVERSITY OF TECHNOLOGY 

 

Faculty of Management Sciences 

Research conducted by: 

Mr Moses Matsheke 

Cell: 079 317 9131 

Office: 016 950 6682   

Email: mosesm@vut.ac.za 

Dear Respondent, 

You are requested to participate in an academic research study conducted by Mr Moses Matsheke, a 

PhD student from the Department of Logistics at the Vaal University of Technology. The purpose of 

the study is to gather information on entrepreneurship education, behavioural and psychological factors 

influencing the entrepreneurial intentions of students at a University of Technology and at a Technical 

and Vocational Education and Training college. You have been chosen to participate in the study based 

on your enrolment at these institutions of higher education. It is therefore envisaged that you will 

provide relevant and important information towards this study.  

Please note the following: 

6. Your name will not appear on the questionnaire and the answers you provide will be treated as 

strictly confidential and anonymous. You cannot be identified in person based on the answers you 

give. 

7. Your participation in this study is very important to us. You may, however, choose not to participate 

and you may also withdraw from participating at any time without any negative consequences. 

8. Please answer the questions in the attached questionnaire as completely and honestly as possible. 

This should not take more than 20 minutes of your time. 

9. The results of the study will be used for academic purposes only and may be published in an 

academic journal. We will provide you with a summary of our findings on request. 

10. Please contact my supervisors, Prof. Chengedzai Mafini, chengedzaim@vut.ac.za or Prof. Roy 

Dhurup, manilalld@vut.ac.za if you have any questions or comments regarding the study. 

Please sign this letter to indicate that: 

• You have read and understand the information provided above. 

• You give your consent to participate in the study on a voluntary basis. 

 

Respondent’s signature:  ___________________  Date:  _____________ 

 

 

 

mailto:mosesm@vut.ac.za
mailto:chengedzaim@vut.ac.za
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SECTION A: DEMOGRAPHIC PROFILE  

This section has questions that focus on your background information.  Please indicate your 

answer by crossing (X) in the appropriate block or by filling in your answer. 

 

A1 Your gender Male   Female  

 

A2 Your age group 16-20 years  

 

21-24 years 

 

25-29 years 

 

30-34 years 

 

35 years and 

above         

 

A3 Race Black 

 

White 

 

Indian 

 

Coloured  

 

Other   

(Specify………………) 

 

A4 Year or level 

of study 

1st year 

 

2nd year 3rd year 

 

B-Tech 

 

M-Tech 

 

 

A5 Field of 

study 

Applied 

Sciences 

 

Engineering 

 

Humanities 

 

Management 

 

Other   

 

(Specify………………) 
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SECTION B: ENTREPRENEURSHIP EDUCATION  

This section requests your views regarding the influence of entrepreneurship education on 

intentions to start your own business. Please indicate the extent to which you agree or disagree 

by ticking the corresponding number between 1 (Strongly disagree) and 7 (Strongly agree). A 

rating of (4) points towards a neutral view of the statement.  
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EE1 Entrepreneurial education gives me a 

feeling of independence 

1 2 3 4 5 6 7 

EE2 I have acquired the skills and knowledge 

needed to establish a new business from 

the entrepreneurship course 

1 2 3 4 5 6 7 

EE3 The entrepreneurship course has 

increased my awareness of the duties of 

entrepreneurs 

1 2 3 4 5 6 7 

EE4 The entrepreneurship course has 

enhanced my understanding of the 

different sources where I can obtain 

funding to start a new business 

1 2 3 4 5 6 7 

EE5 Through the entrepreneurship course, I 

have acquired the competencies required 

to manage a new business  

1 2 3 4 5 6 7 

 

SECTION C: BEHAVIOURAL AND PSYCHOLOGICAL FACTORS INFLUENCING THE 

ENTREPRENEURIAL INTENTIONS 

This section requests your views regarding the influence of behavioural and psychological 

factors on the entrepreneurial intentions of students. Please indicate the extent to which you 

agree or disagree by ticking the corresponding number between 1 (Strongly disagree) and 7 

(Strongly agree). A rating of (4) points towards a neutral view of the statement.  
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ATTITUDE TOWARDS BEHAVIOUR 

ATB1 A career as an entrepreneur is attractive to me 1 2 3 4 5 6 7 

ATB2 If I had the opportunity, I would start a 

business 

1 2 3 4 5 6 7 

ATB3 If I had the resources, I would start a business 

 

1 2 3 4 5 6 7 
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ATB4 Being an entrepreneur would lead to great 

satisfaction for me 

1 2 3 4 5 6 7 

ATB5 Among various options, I would rather be an 

entrepreneur 

1 2 3 4 5 6 7 

SUBJECTIVE NORM 

SN1 I believe that my closest family feels that I 

should pursue a career as an entrepreneur 

1 2 3 4 5 6 7 

SN2 I believe that my closest friends feel that I 

should pursue a career as an entrepreneur 

1 2 3 4 5 6 7 

SN3 I believe that people who are important to me 

feel that I should pursue a career as an 

entrepreneur 

1 2 3 4 5 6 7 

SN4 I do not care about what people who are 

important to me think when I decide to be an 

entrepreneur 

1 2 3 4 5 6 7 

PERCEIVED BEHAVIOURAL CONTROL 

PBC1 To start a business would be easy for me 1 2 3 4 5 6 7 

PBC2 I am prepared to start a viable business 1 2 3 4 5 6 7 

PBC3 I can control the creation process of a new 

business 

1 2 3 4 5 6 7 

PBC4 I know the necessary practical details to start 

a business  

1 2 3 4 5 6 7 

PBC5 To keep a business working would be easy 

for me 

1 2 3 4 5 6 7 

SELF-EFFICACY  

SE1 I am good at handling unforeseen situations 1 2 3 4 5 6 7 

SE2 I am more efficient because I do more work 

in less time 

1 2 3 4 5 6 7 

SE3 When confronted with a problem I usually 

find several solutions 

1 2 3 4 5 6 7 

SE4 When working in a group I prefer being a 

leader rather than a follower 

1 2 3 4 5 6 7 

NEED TO ACHIEVE  

NA1 I work hard 1 2 3 4 5 6 7 

NA2 I continue working until everything is perfect 1 2 3 4 5 6 7 

NA3 I excel in what I do 

  

1 2 3 4 5 6 7 

NA4 I perform tasks with all my heart 

  

1 2 3 4 5 6 7 

NA5 I try hard to improve on past work 

performance 

1 2 3 4 5 6 7 
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NA6 I do very well in fairly difficult tasks relating 

to my study  

1 2 3 4 5 6 7 

INSTRUMENTAL READINESS 

IR1 I have access to capital required to start a 

business 

1 2 3 4 5 6 7 

IR2 I have access to supporting information to 

start to be an entrepreneur 

1 2 3 4 5 6 7 

IR3 I have good social networks that can be 

useful when I decide to be an entrepreneur 

1 2 3 4 5 6 7 

IR4 I have access to property that can be useful 

when I decide to be an entrepreneur 

1 2 3 4 5 6 7 

IR5 I have access to equipment that can be useful 

when I decide to be an entrepreneur 

1 2 3 4 5 6 7 

 

SECTION D: ENTREPRENEURIAL INTENTIONS 

This section requests your views regarding your intentions of starting a business. Please 

indicate the extent to which you agree or disagree by ticking the corresponding number 

between 1 (Strongly disagree) and 7 (Strongly agree). A rating of (4) points towards a neutral 

view of the statement.  

ENTREPRENEURIAL INTENTIONS 
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EI1 My professional goal is to become an 

entrepreneur 

1 2 3 4 5 6 7 

EI2 I have seriously thought of starting a 

business  

1 2 3 4 5 6 7 

EI3 I am determined to create a business in the 

future 

1 2 3 4 5 6 7 

EI4 I will make every effort to run my own 

business 

1 2 3 4 5 6 7 

EI5 I am ready to do anything to be an 

entrepreneur 

1 2 3 4 5 6 7 

 

Thank you for taking time to complete this questionnaire. Your views are much appreciated. 
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APPENDIX C 

ETHICS CLEARANCE CERTIFICATE 
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APPENDIX D 

DECLARATION BY LANGUAGE EDITOR 
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APPENDIX E 

TURNITIN CERTIFICATE 

 


