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ABSTRACT 

 

The Department of Education can play a critical role in providing appropriate career guidance for all 

learners. Beginning early in a learner’s academic life, the connection between what is being learned in 

school, future careers and life roles should become an explicit part of everyday learning in the schools. 

School work can be meaningless and results in poor learner motivation and underachievement when 

there is no effective career counselling in the schools. Through career guidance the individual is being 

helped to develop in ways that will enable him to strengthen the use of his own abilities, make wise 

choices and face the problems that he will encounter in and out of school.  

 

The aim of the study was to determine the effects of career guidance on learner motivation and to 

establish how a focused systematic intervention in career guidance can improve learner motivation. Of 

the 100 learners in each school, 50 were used as an experimental group and other 50 as the control 

group. Both the groups underwent the Pre-test consisting of a questionnaire of 19 questions checking 

the motivation baseline of each participant. Thereafter the focused intervention phase from career 

resource pack was used with the experimental groups. Thereafter the afore-mentioned questionnaire 

was re-administered with the both groups as Post-test. Both results of the groups were analysed and 

the hypotheses were tested.  

 

The results indicated that career guidance has a positive effect on learners’ motivation and that career 

guidance programs can be used as a powerful tool to motivate school learners to aspire their future. 
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CHAPTER 1 

 

1. Introduction 

 

Many learners go to school without knowing why they need to learn. Often there are no clear goals 

that the school and home have set out for learning to take place. They do not understand how their 

daily schoolwork will help them in the real world. The school as a result has very little value in their 

lives. They attend school mainly because it is expected of them.  Learners may be negatively affected 

on their school performance if they are not intrinsically motivated to work diligently to achieve certain 

goals.  There is no driving force behind what the learner is doing (Fine, Burns, Payne and Torre, 2009). 

 

2. Motivation for the study  

 

The officials at Umzinyathi District office of Education in Dundee are responsible for the provision of 

service delivery to almost two hundred High schools. The previous statistical reports of 2013 and 2014 

indicate that about forty percent of the schools that are underperforming at Umzinyathi District are 

rural and under-resourced. Therefore there are supporting programmes in place as per the needs of 

each school. Most of the underperforming schools and the common concern that is raised by educators 

is that learners do not do their school work and often absent themselves from school without valid 

reasons. The researcher on visiting schools and interviewing learners has learnt that many learners 
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believe that there is no relevance between school and the real life world. Most of the learners are 

poverty stricken and they do not see Education as ammunition that they can use to break the cycle of 

poverty.  They do not see the necessity in working hard because they believe that their situation will 

remain the same.     

  

Fine et al (2009), found that learners who attend under - resourced schools and who experience 

inequality of education may not believe that their academic efforts will pay off or that their school 

achievement matters to their teachers or to their future. They further state that the focus should be on 

how teachers’ attempt to help learners find the fun in learning and find the relevance of school when 

addressing their needs.   

 

Francis (2010) states that it is difficult for a poor person to wait ten years to get something from 

education because it is a long time and further states that it worries that children are being educated to 

pass examinations but are not receiving the kind of skills that will allow them to flourish. He is of the 

view that education needs to work by pull not push and encourages thinking around reinventing schools 

that attract children with the promise of providing an education that can earn a living.  

 

Brophy (2010) states that teachers are faced with a huge task to develop a particular kind of motivation 

in their learners. He describes learner motivation to learn as learner tendency to find academic activities 

meaningful and worthwhile and try to derive the intended academic benefits from them.  He further 
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states that motivation to learn is construed as both a general trait and a situation specific state. 

Motivation to learn involves more than wanting or intending to learn.  

 

Career guidance has been identified as one potential means for promoting motivation and the learners’ 

attachment to school (Lapan, 2002). However, a learner cannot be motivated if he or she has no set 

goals for his or her life. 

 

Singapore Ministry of Education (2009) states that Career Guidance can be used as a powerful tool to 

motivate students at risk to aspire for their future. Further they stated that successfully achieving one’s 

life goals begins with a teacher believing in students’ ability to reach beyond.  

 

They further state that Career Guidance is a tremendous resource for capturing the hearts and minds 

of students. Students identify occupational goals and learn not only the educational pathways needed 

to reach those goals, but the importance of their school courses as providing the foundation for their 

future success. Career Guidance makes school meaningful.  

 

The adolescent is not able to set career goals if there is no effective career counseling in the school. 

School work can be meaningless and results in poor learner motivation and underachievement. 
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Schmuller (2009) states that career guidance serves as a primary means for providing the contact and 

help needed in the school on a personal level for the enhancement of the individual and the facilitation 

of the learning process. Through career guidance the individual is helped to develop in ways that will 

enable him to strengthen the use of his or her own abilities, make wise choices and face the problems 

that he or she will encounter in and out of school. 

     

School counselors can play a critical role in providing appropriate career education and guidance for 

all learners. Beginning early in a learner’s academic life, the connection between what is being learned 

in school, future careers and life roles should become an explicit part of everyday learning in the 

schools.  

   

Foxcroft and Roodt (2013) state that career guidance is seen as the process in which a professional 

counsellor helps a learner or group of learners to make satisfying career related decisions.  In support 

of this notion, career choice is not viewed as a static event but, rather, as a developmental process that 

starts in childhood and continues through adulthood, and this needs more focus on the high school 

learners who are making subject choices in relation to the degrees that they would like to pursue when 

entering tertiary level of study. They further state that there is no part of life where the need for career 

guidance is more supportive than in the transition from school to work.     
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3. Statement of the problem 

 

According to Miles (2010) training and education is a fundamental requirement necessary for good 

career decision-making. The South African Education Department has attempted to address the lack 

of career guidance and counseling in schools by introducing career development modules into the 

Learning Area of Life Orientation. This Learning Area however, is not examinable at an external level 

and therefore, is not given much value or significance in the school system. Due to the rationalization 

of teachers, schools often tend to utilize teachers who are not qualified in career guidance for Life 

Orientation lessons. This Learning Area therefore, is frequently handled by teachers with negative 

attitudes who view this non-examinable subject as unnecessary and unimportant. Consequently, 

learners are still not being trained to determine their career paths in a systematic process.  Lapan (2001) 

states that career guidance has been identified as one potential means for promoting motivation and 

the learners’ attachment to the school. Therefore, the purpose of this study was to investigate the effects 

of career guidance on learner motivation based at two rural High Schools in the Umzinyathi District. 

 

 The research questions that the study attempted to address were the following: 

 

3.1)  What effect does career guidance have on learner motivation? 

3.2)  How can focused systematic intervention in career guidance be used to improve learner 

motivation? 
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4. Objectives of the study: 

  

4.1) To determine the effect of career guidance on learner motivation.  

4.2) To establish how can a focused systematic intervention in career guidance improve 

learner motivation. 

5. The Study’s assumptions 

 

The following assumptions have been developed in relation to the aims above: 

  

5.1)  There will be a positive relationship between career guidance programs and   learner 

motivation. 

5.2) A focused systematic intervention in career guidance will improve learner motivation. 

 

6. Definitions of key terms 

 

6.1) Career Guidance 

Career Guidance includes all counseling activities associated with career choices over a life span. In 

the career counseling process, all aspects of individual needs (including family, work and leisure) are 

recognized as integral parts of career decision making and planning.  
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6.1.1)  Career Readiness 

Career readiness refers: to the level of maturity needed to acquire specific information on career 

options; to identify interests, values, and aptitudes; to use this information in career planning and 

course selection to change plans when pertinent information is presented. Career readiness is thought 

to be the interaction between an individual’s resources and reality demands is of the view that 

reasonable career maturity for secondary school adolescents involves the understanding of basic work 

values and attitudes including some initial experiences with several job clusters; an awareness of 

personal interest and abilities; higher levels of achievement in basic academic skills; a tentative 

selection of preferred job clusters; and a sense of civic responsibility. 

 

6.1.2) Career Choice 

A career is defined as the totality of work one does in a life-time. Choice refers to the action of 

choosing, preferring or preference. From a career guidance perspective, a career choice is implied 

when a young, non-adult and inexperienced person takes a stand and orientates oneself with regard to 

possible work in the future. 

 

6.2)  Learner Motivation 

 Learner motivation entails to learn as a learner tendency to find academic activities meaningful and 

worthwhile and try to derive the intended academic benefits from them.  
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 6.3)  Learners in rural schools 

 A rural learner refers to a learner who lives in the outskirts of Nqutu and attends schools that are under 

resourced in terms of the learner support material and lack of qualified personnel. 

 

7. Value of the study 

 

It is hoped that this study will help to highlight the growing need for professional career guidance in 

schools. It is envisaged that the results of this study will help the Department of Education to utilize 

the services of trained career counselors in helping learners set future goals for their lives. The research 

intends to equip educators integrate what is being learned in schools and future careers of the learners. 

It is also hoped that the results will improve the learners’ motivation to learn.   

 

 

8. Research Design 

 

This study used an experimental design to determine whether the subjects who were exposed to career 

guidance programs became highly motivated after the program than those who were not exposed to 

the program.  The researcher used a structured questionnaire to gather quantitative data and to 

investigate the problem stated in the most precise and economical manner.  
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 9. Sample 

 

A sample of 200 learners was randomly drawn from the two participating schools. Sample is a group 

of subjects from which data are collected. It often represents a population (Schumacher, 2009).  A 

sample of two hundred Grade 10 and 11 learners; ages 14 - 19 years of age, from the two High schools 

at Umzinyathi District. The learners were drawn from a poor socio-economic community.  The two 

schools were the forty per cent of the High schools that were under-performing in 2013 and 2014.  

 

Of the 100 learners in each school, 50 learners were used as an experimental group and the other 50 

as the control group. Each questionnaire consists of 19 questions and the questions were initially 

administered as pretest to all four groups to determine their baseline academic motivation. Thereafter 

the intervention phase consisting of a career guidance programs, group and individual counseling was 

undertaken exclusively with the experimental groups.  There was no intervention process with the 

control groups. Thereafter, the aforementioned questionnaire was re-administered as post-test to both 

the experimental and the control groups. Both results of the two groups will be analyzed and be 

compared to examine the assumptions.        
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10. Data collection Instrument 

 

Some of the questions on motivation were taken from a structured questionnaire: School Motivation 

and Learning Strategies Inventory (SMALSI). School Motivation and Learning Strategies Inventory 

(SMALSI) is a diagnostic tool that helps educators to identify learners’ strengths and weaknesses so 

that additional support is sought. 

 

11. Data Analysis 

 

The methods of analysis that were used, were the Frequency tables, interval summaries and the bar 

graphs. 

 

12. Ethical Considerations 

 

The study was submitted to the Department of Education and permission was sought from the 

participating schools, District Director as well as from the Head of Education, Dr. Sishi. All the 

participants were informed prior about the intention of the study. The two groups, the experimental 

one and control group were prior discussed. All the subjects willingly participated. The issue of 

confidentiality was also guaranteed.  
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13. Plan of the report 

CHAPTER ORGANIZATION 

Definitions of terms were included to facilitate understanding of the topic. A detailed plan of the study 

was outlined.  

 

Chapter 1 

In Chapter one the motivation for the research study was discussed, the problem was stated and the 

objectives of the study were outlined.  

 

Chapter 2  

In Chapter two the relevant literature surrounding effects of career guidance in rural High schools on 

learner motivation was discussed. 

 

Chapter 3  

 In Chapter three the outline of the research design and methodology of the study were discussed. It 

included a description of the instrument used. 

 

Chapter 4  

Chapter four presented the findings of the study and reports on the analysis and interpretation of the 

data. The hypotheses that were formulated were tested. 
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Chapter 5 

 In Chapter 5 the results were discussed, conclusions drawn and the limitations of the study presented. 

Suggestions for further opportunities for research were made. 
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CHAPTER 2 

 

2.1 INTRODUCTION 

 

Career guidance in South Africa prior to 1994 was compulsory for white learners. Historically most 

of the privileged white schools offered career guidance opportunities to their learners. In the Black 

education operated under the Department of Education and Training they were very few schools which 

offered guidance services through their auxiliary services. These opportunities included guidance 

regarding the selection of school subjects and study field choices. Many of these schools used the 

services of Psychologists who conducted psychometric testing in order to determine learners’ potential 

and vocational interests.   

Currently the Revised National Curriculum Statement Policy of 2002 of the Department of Education 

makes provision for career guidance from grade 1 to 12 under the learning area Life Orientation. Since 

2006 career guidance has been given the status of a school subject from grade 10 to 12. The Department 

of Education categorizes subjects as core, fundamental, or electives. Career guidance is now classified 

as a fundamental subject and all learners will have access to it and any services that are offered in this 

regard (du Toit, 2005).    
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2.2) THEORETICAL FRAMEWORK 

2.2.1) CAREER GUIDANCE AS SUBJECT 

Leung (2007) states  the five theories of career development that have guided career guidance and 

counselling practice and research in the past decades and in the USA as well as internationally. Five 

theories are Theory of Work- Adjustment, Holland’s of Vocational Personalities in Work 

Environment, the Self- concept Theory of Career Development by Super and Savickas, Theory of 

Circumscription and Compromise and Social Cognitive Career Theory.  

2.2.2) Theory of Work Adjustment (TWA) 

According to Dawis (2005), TWA is a class of theory in career development that is anchored on the 

different tradition of vocational behaviour called person- environment correspondence theory, viewing 

career choice and development as continual processes of person adjustment and accommodation in 

which the person looks for work organizations and environments that would match their requirements 

in terms of needs and looks for individuals who have the capabilities to meeting the requirements of 

the organization. A major strength of TWA is a battery of measures that has been developed to measure 

the various variables associated with the theory, including measures on satisfaction, needs, values, 

skills and abilities. TWA seeks to explain career development and satisfaction in terms of person-

environment correspondence and it offers career guidance professionals a template to locate entry 

points to assist individuals with career choice and adjustment concerns. 
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2.2.3) Holland’s Theory of Vocational Personalities in Work Environment 

The theory of Holland (1997) has guided career interest assessment both in the USA and 

internationally. It offers a simple and easy typology framework on career interest and environments 

that could be used in career counselling and guidance. Holland postulates that vocational interest is an 

expression of one’s personality, and that it can be conceptualized into six typologies which are 

Realistic, Investigative, Artistic, Social, Enterprising and Conventional.  Holland further postulated 

that vocational environments could be arranged into similar typologies. People search for 

environments that would allow them to exercise their skills and abilities and to express their attitudes 

and values. A high degree of match between a person’s personality and interest types and the high 

degree of congruence is likely to result in vocational satisfaction and stability and the low degree match 

is likely to result in vocational dissatisfaction and instability.  

2.2.4) Self- concept Theory of Career Development 

Super (1990) suggested that career choice and development is a process of developing and 

implementing a person’s self- concept.  He defines self-concept as a product of complex interactions 

among a number of factors, including physical and mental growth, personal experiences, 

environmental characteristics and stimulation. Building on Super’s notion that self - concept 

essentially a personal construct theory, Savickas (2002) took a constructivist perspective and 

postulated that the process of career construction is essentially that of developing and implementing  
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vocational self-concept  in work roles . However self-concept is not a static entity and would continue 

to evolve as the person encounters new experience and progresses through the developmental stages. 

Super (1990) proposed a life stage developmental framework with the following stages: growth, 

exploration, establishment, maintenance and disengagement. In each stage one has to successfully 

manage the vocational developmental tasks that are socially expected of persons in the given 

chronological age range. For example, in the stage of exploration (15-24 years) an adolescent has to 

cope with the vocational developmental tasks of crystallization which is (a cognitive process involving 

an understanding of one’s interests, skills and values and to pursue career goals consistent with that 

understanding). The salience of different roles changes as one progress’s through life stages.  

2.2.5) Gottfredson’s Theory of Circumscription and Compromise  

Gottfredson’s theory of career development is a more recent contribution. Gottfredson (2005) 

elaborated on the dynamic interplay between genetic make-up and the environment. Genetic 

characteristics play a crucial role in shaping the basic characteristics of a person, such as interests, 

skills, and values, yet their expression is moderated by the environment that one is exposed to. 

Gottfredson maintained that the person is still an active agent who could influence or mould their own 

environment. Hence career development is viewed as a self-creation process in which individuals 

looked for avenues to express their genetic proclivities within the boundaries of their own cultural 

environment.  
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2.2.6) Social Cognitive Career Theory (SCCT) 

SCCT offers three segmental, yet interlocking process models of career development seeking to 

explain the development of academic and vocational interest; how individuals make educational and 

career choices, educational and career performance and stability. The three segmental models have 

different emphasis centring around three core variables, which are self-efficacy, outcome expectations 

and personal goals. Lent (2005) defined self-efficacy as a dynamic set of beliefs that are linked to 

particular performance domains and activities. Self- efficacy expectations influence the initiation of 

specific behaviour and the maintenance of behaviour in response to barriers and difficulties. The SCCT 

theorized that self-efficacy are shaped by four primary information sources or learning experiences, 

which are personal performance accomplishments, vicarious learning, social persuasion and 

physiological and affective states. Lent (2005) suggested that of the four sources of information or 

learning experience, personal performance accomplishments have the most powerful influence on the 

status of self-efficacy. The SCCT choice model views the development of career goals and choices as 

functions of the interaction among self-efficacy, outcome expectations and interest over time.  

The big five career theories are all developed in the USA. They have served to guide career guidance 

practice and research internationally.   
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2.2.7) Sysytems Theory Framework (Stf) Of Career Development And Counseling:  Connecting 

Theory And Practice 

Systems Theory has been proposed as a potential overarching framework for dealing with many issues 

in human behaviour.  Contributors to systems theory have come from many diverse fields, including 

physics (Capra, 1982), biology, anthropology and psychology. STF provides a map for understanding 

the origins of career counselling and the dilemma it is now facing. Career counselling is a unique 

discipline built on a foundation of career theory and counselling theory. Traditional career theory has 

tended to focus on specific discrete concepts relevant to individual career behaviour in focusing on 

only one aspect relevant to career decision making e.g. intrapersonal aspects such as self-concept. 

Others are inevitably undervalued or ignored and the nature of their interaction almost certainly is. 

The STF presents career development as a dynamic process, depicted through its process influences 

reclusiveness, change over time and chance.  

The interaction between the client and the counsellor, that is, the counselling relationship itself can be 

conceptualized as a system in its own right. Counsellors become an element of the system of influences 

on the career development of the individual.  

STF encourages interventions at levels of the system other than that the individual and raises the 

potential for career counsellors to be more proactive at this broader systems level. For example, career 

counsellors may work with a family or an organization in the belief that interventions anywhere in the 
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system will interact with other elements of the system to bring about change. In addition they may 

become advocates for clients with particular needs.  

2.2.8 The Relevancy of Theories to the Study 

All of the above mentioned theories namely; Theory of Work Adjustment, Holland’s Theory, Super’s 

Theory of Self- concept, Gottfredson’s Theory, Social Cognitive Career Theory, Systems Theory 

Framework were relevant to the current study.   The most relevant theory to the study is the Super’s 

theory of self- concept. Self - concept refers to the image one has of himself. The idea or mental image 

that one has of oneself and one’s strengths, weaknesses, abilities, interests etc. During the intervention 

with the Experimental groups, the researcher started off with the self – awareness. When students know 

about themselves. As Maluwa-Banda states that Malawian secondary SGC services help students 

understand their own interests, abilities and potentialities and develop them to the full. Students are 

also helped to identify educational and vocational opportunities.   

2.3. LEARNER MOTIVATION 

Brophy (2004) describes learner motivation to learn as a learner tendency to find academic activities 

meaningful and worthwhile and try to derive the intended academic benefits from them. He further 

states that  learning is fun and exciting when the curriculum is well matched to students’ interests 

and abilities and the teacher emphasizes hand on activities.  When one teaches the right thing the right 

way, motivation takes care of itself.   
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Motivational theorists and researchers (Ryan and Deci, 2000, Snyder, 2000, Wigfield & Eccles, 2000) 

have identified a number of processes that can foster or undermine motivation in educational and work-

based contexts. According to expectancy value theory (Wigfield & Eccles, 2000), achievement beliefs 

for example; self-perceptions of competence and behaviours (persistence) are determined jointly by 

the expectancy students have for success and the subjective value they place on succeeding. Students 

differentiate between three components of subjective task value—their interest in the task, its 

perceived importance, and its perceived utility. The challenge for educators lies in helping students 

understand that a given set of activities will yield valued outcomes that are attainable (Blustein, 

Juntunen & Worthington, 2000). As applied to career education, work-based learning provides a 

unique context for helping young people to understand the value of school-based learning for their 

future vocational choices and opportunities to experience themselves as competent. This understanding 

may further serve to enhance motivation for studying what might otherwise be considered irrelevant 

academic subjects (Lapan, Kardash & Turner, 2002).  

 

Lapan (2004) started that this formulation help students to gain success experiences and understand 

the connection between doing well in school and having opportunities later in life, work-based learning 

and career planning might enhance achievement motivation. The relationships between vocational 

painfulness, positive career expectations, and school engagement observed in the study are consistent 

with this understanding (Kenny et al., 2006). Given the large body of research suggesting that interest 

and motivation in learning is critical to school engagement and learning (Covington, 2000; Wigfield 
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& Eccles, 2000), the promise of work-based learning lies in its potential to promote student interest 

and readiness to learn (Blustein et al., 2000). Recent work derived from the perspective of positive 

psychology also offers a theoretical explanation of the academic benefits of work-based learning and 

career experience for youth. From the positive psychology perspective, hope has a central role in 

fostering motivation and influencing human behaviour (Juntunen & Wettersten, 2006; Snyder, 2000).  

 

Snyder (2000) conceptualized hope as composed of three primary dimensions, including the presence 

of goals, thoughts about pathways or ways to achieve those goals, and the desire, confidence or agency 

in one's capacity to achieve these goals. Existing research has documented positive relationships 

between student hope and achievement (Covington, 2000). High-hope students, for example, have 

been found to set challenging school-related goals are likely to attain those goals even when they do 

not experience immediate success (Snyder, Shorey, Cheavens, Pulvers, Adams & Wiklund, 2002). At 

the college level, students who express higher levels of hope obtain higher grades and are more likely 

to graduate, even after controlling for entrance examination scores, than low hope students (Covington, 

2000; Snyder et al., 2002). 

 

Juntunen and Wettersten (2006) recognized the relevance of the construct of hope to vocational issues 

and developed a measure to assess work hope. These researchers suggested that work hope may be 

particularly relevant in understanding the motivational state of economically disenfranchised groups, 

who may be challenged in sustaining hope in a context offering limited economic resources and an 
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array of obstacles to school and work success. They propose that the construct of work hope may have 

heuristic value in explaining the relationship between career experience and achievement motivation. 

Work-based learning and career experiences may foster a sense of hope by helping youth to identify 

work goals, expand their understanding of how to reach those goals, and foster confidence in the 

likelihood of achieving those goals. Because an understanding of pathways to reach one's goals is a 

component of hope, the previously observed relationship between career planning and school 

engagement is also consistent with hope theory (Kenny et al., 2006). 

 

 

2.4 THE ROLES THAT SCHOOL CAREER GUIDANCE AND COUNSELLING (SGC) PLAY 

IN LEARNER MOTIVATION 

 

Molefe (2001) argues that findings have suggested that guidance programmes can improve the quality 

of life of people who would otherwise have been lost to an aversive lifestyle. Kellett (1994) highlights 

that little evaluation is being done in schools, colleges, universities, and within the communities to 

demonstrate the contribution of career counselling programmes in helping people make the transition 

from school to work, or unemployment to employment. He emphasizes the importance of feedback 

regarding the impact of career interventions so that researchers can adjust their approach to best help 

their clients achieve their career objectives, and to aid in convincing sponsors that career development 

programmes are worth investing in.  
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Cosser (2002:93) found that career guidance, in whatever form, has a positive effect on intention to 

enter Higher Education. This remark indeed highlights the need not only to improve the quality of 

career counselling in schools where this facility is available, but even more importantly, to initiate this 

service in schools where such a service is not offered.  Lonborg and Bowen (2004:318) and Lapan 

(2001: 295) argue that in America, effective School Guidance and Counselling (SGC) services create 

a safe school environment, whilst Lapan, Gybers and Petroski (2003: 195) state these engender greater 

student feelings of safety in schools. In this kind of environment, students have a sense of belonging. 

 

Lonborg et al (2004:318) and Lapan (2001: 295) state that in America, students were able to make 

friends and hold their temper down as a result of the SGC services they would have received.  The 

majority of American students revealed that the school counsellors had been helpful with student’s 

problems.  Lee (1993: 164) argues that students who participated in SGC services in American schools 

viewed themselves more positively and begin to predict their own success in school. Armcost (1990: 

110) reported that many students in America indicated that they preferred to talk to the school 

counsellor about personal problems other than any staff. 

 

Euvrand (1996:113) points out that effective South African high school guidance services operate in a 

preventative way and equip students with information, skills and attitudes which enable them to 

successfully negotiate the challenges of adolescence. Learners are helped to develop social skills 
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getting along with the opposite sex. Thus, effective school counselling services result in fewer 

personality or social maladjustments. The above argument is supported by Rowley, Stroh and Sink 

(2005: 302) who state that effective SGC services in America help students acquire developmental 

competencies such as establishing and maintaining peer relationships. 

 

Lonborg et al (2004:318) and Lapan (2001: 295) reports that school counselling services in America 

positively influence the affective, behavioural and interpersonal domains of children’s lives and as a 

result affect student’s achievement positively. It was also established in America that effective school 

counselling results in an increase of behaviours related to achievement such as improved study habits, 

adds that effective SGC services in America can improve classroom behaviour, reduce students’ 

anxiety and improve self-concept. Schmidt (1993: 37) states that effective school counselling services 

in America assisted students in becoming able learners. This assistance is achieved through helping 

teachers to adopt effective teaching methods and creating safe classroom environments. 

 

Besley (2002: 72-73) states that effective SGC services in Scotland remove some barriers to learning 

that students may face and consequently, teachers concentrate on their major task of teaching. This 

results in better academic results. Related to the above is Carnevale and Derochers’ (2003:228) view 

that American school counselling, help students develop education strategies that will allow them to 

meet academic requirements and at the same time develop soft skills and attitudes that are typically 

learned in applied contexts. Lapan and Kosciulek (2003: 319) add that academic achievement in 
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American schools is to be best understood within a comprehensive framework that includes activities 

such as problem solving, classroom performance, work- based performance, standardized test and 

vocational skills development. 

 

Borders and Drury(1992: 491) cite studies in America that show increased academic achievement, 

academic  persistence, school attendance and positive attitude towards school and others as a result of 

SGC services. Lee (1993: 169) found that American classroom guidance lessons led by counsellors 

can positively influence students’ academic achievement in mathematics. In the same country, 

improved academic achievement resulting from receiving effective SGC services is also reported by 

Sink and Stroh (2003: 360); Gibson  (1989: 35); Blum and Jones (1993:208) and Otwell and Mullis 

(1997 : 343). Hui (1998: 437) reports similar experiences in Hong Kong. American students, parents 

and teachers viewed the SGC services as having a positive impact on students (Hughey et al).  

 

Some studies have indicated that SGC services being offered in schools are not effective. Maluwa- 

Banda (1998: 292) reveals that Malawian school counsellors perceived the SGC services being offered 

in Malawi as weak and having little impact, if any, on the student population. In Canada, students were 

generally dissatisfied with the type of services they received from school counsellors (Alexitch & Page 

1997: 205). The explanation for this dissatisfaction may be that students are often not provided with 

information that is tailored to their individual needs and characteristics and that all students are given 

similar types of services (Andrews et al., Hutchinson & Bottorff in Alexitch & Page 1997: 206).  
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Chapman, De Masi and O’Brien (1991:275) reported that in America, parents generally held a low 

opinion of the effectiveness of school counselling services offered to their children. 

A number of scholars have highlighted the value of evaluating SGC services. In America, evaluations 

of SGC services enable counsellors to know whether they are accomplishing their goals so that if not 

they make necessary adjustments (Myrick 1984: 218; Jones 1993: 199). It helps them identify what 

remains to be done. Evaluation of guidance and counselling services can reinforce effective approaches 

or suggest new directions that might be taken. Thus, the evaluation helps counsellors to select 

appropriate and effective services to meet the needs of students, parents and teachers. This is related 

to Ernst and Hiebert’s (2002: 81) view that evaluation in Canada is basically a decision- facilitating 

and not decision- making activity. For example, decisions about what services need to be expanded or 

strengthened and which ones need to be de-emphasized are made from the evaluation results (Trevisan 

& Hubert’s, 2001: 225). Evaluation may therefore lead to the improvement of the quality of the impact 

of SGC services on the educational setting. Thus, it helps counsellors define more clearly their role in 

the schools. 

 

According to Maree & Beck (2004) career counselling should not to be neglected in schools, especially 

not in the traditionally disadvantaged schools. The current perturbing trend in South African schools 

is to replace the qualified career-counselling teacher with one who teaches an academic subject. This, 

and the reduction in the number of career-counselling periods, has had a negative effect in that many 

learners do not even know how to calculate their merit scores or what the selection criteria are for 
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courses at tertiary institutions. The fact that they know even less about the spectrum of careers from 

which they may choose, indicates that this alarming tendency should be dealt with expediently. 

Learners should be informed about higher-order needs, which are essential for self-development. 

Factors like work ethics, career satisfaction and remuneration should not be the only measure of career 

satisfaction.  

 

Goals of Career Guidance (CG) must be clearly defined and agreed upon by all who will participate in 

the evaluation process. Many scholars in America agree that the process of evaluating GC services 

should be shared by the people involved, for example, counsellors and those benefitting from the 

services (Schmidt 1993: 281). Counsellors must therefore seek input from students, parents and 

teachers. There should be agreement on what should be evaluated and what constitutes evidence of 

accomplishment of services goals. Clear descriptions of services goals and objectives help the 

beneficiaries understand the counsellor’s unique role in the school.  

 

Concurring with the above statement Paisley 2001 states that parents and teachers need assistance in 

understanding students. It is the role of the school counsellor to assist parents and teachers in this 

endeavour. American school counsellors present guidance and counselling lessons to parents and 

teachers (Rice&Smith1993:201; Borders & Drury 1992:492; Schmidt 1993:  34). School counsellors 

make presentations to parents on various aspects of child development, adolescent behaviour and 

communication skills.  Ibrahim et al. (1983:599) posit that effective American school counsellors 
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provide counselling services to parents to help them understand their children. The ASCA role 

statement (1981:8), the American official position on the school counsellor and Borders and Drury’s 

(1992:492) views are that effective school counsellors provide parents with additional understanding 

of children and adolescent development in order to strengthen the role of parents in the promotion of 

social and emotional growth in children. However, the shortage of guidance educators and career 

counsellors seems to be the most important factor that contributes negatively on learner motivation 

towards school work especially in rural places. 

In African countries, Mwamwenda (1995: 470) posits that when students are enrolled into secondary 

schools they should participate in orientation services. During orientation, teachers should give their 

teaching and personal history to students. This enables students to understand their teachers better and 

results in more effective teacher- student interaction. The services include primary school students 

visiting the secondary school they intend to attend.  Mwamwenda (1998: 295) states that in Malawi, 

secondary school years are important in the adjustment of students because they represent the transition 

from the comparatively sheltered life in the primary school to the freedom and responsibility of either 

tertiary education or employment. Rutondoki (2000: 3) supports the above idea when he states that in 

Uganda, students as newly admitted into secondary school feel socially and psychologically at a loss 

in the new environment. The students no longer enjoy the psychological support from their parents 

and former teachers. Such students need adaptive services to help them adjust and familiarize 

themselves with the new situation in the school they have joined (Rutondoki 2000:3). 
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This transition presents students with problems of an educational, vocational, social and personal 

nature. Effective school counselling services play a crucial role in helping students negotiate these 

challenges. For instance, secondary school students are assisted with study methods, note-taking, 

writing skills and research skills for academic success (Mwamwenda 1995: 470). Students may also 

be assisted in choosing subjects, careers and friends. Students receiving guidance and counselling are 

better adjusted because the services give them an opportunity to acquire pertinent information   about 

that which lies ahead. Better adjusted students are those who are able to live productively, to overcome 

their problems as they arise or to face objectively their strengths and limitations.  

 

Okey, Snyder and Hackett (1993: 218) and Jones (1993: 195) say that in America, students who 

received SGC services reported that they learnt about careers, developed a clearer idea about possible 

careers for themselves, learned things about themselves and had been encouraged to learn more about 

careers. Maluwa- Banda (1998: 289) supports the above when he states that Malawian secondary SGC 

services help students understand their own interests, abilities and potentialities and develop them to 

the full. Students are also helped to identify educational and vocational opportunities.  

Career counselling also aims to help students develop and maintain healthy and effective interpersonal 

relationships and this leads to a student improving his or her self- understanding and self- esteem 

(UNESCO 1998: 8).  It further states that as a result of career counselling, the students acquire the 

ability to acknowledge areas of expertise and develop the freedom to make positive choices in life. 

Career information can be obtained through occupational studies, vocational counselling leaflets and 
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career workshops (Hartman 1999: 19). Career counselling involves school counsellors having 

individual contacts with students whom they counsel in order to facilitate career development. The 

students are helped to become aware of many career opportunities to consider and decide what to do 

after school (UNESCO 1998:9).  

 

Hartman (1999:134) states that in vocational guidance, effective Canadian SGC services enable 

students to develop decision – making skills to the point of being capable of making realistic choices 

from short term to longer term. That is, students are assisted in assessing their aspirations, values, 

interests and aptitudes when making career decisions and plans. 

A post-modern approach to career counselling addresses a number of flaws in the traditional approach, 

especially in respect of disadvantaged learners. However, the practical implementation of a post- 

modern approach shows that the following challenges have yet to be met: 

 Logistics: Career-counseling services are often not available in traditionally disadvantaged 

neighborhoods and clients have to travel long distances to avail themselves of the service.  

 

  Cost: A post-modern approach to career counseling is still fairly expensive. This is especially 

the case since the number of career- counseling sessions tends to increase, placing an even 

heavier financial burden on already poor communities.  
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The current research clearly demonstrated the need for multiple approaches to collection of 

comprehensive data for assisting learners to make appropriate career choices. The actual focus of the 

research was on the employment of multiple approaches to the collection of comprehensive data for 

effective career counselling. It should be noted that the traditional approaches to career counselling 

also recognized the value of subjective data. Each of the so-called traditional approaches, if considered 

in isolation from the others, would suffer the limitations of not being capable to provide sufficient 

information to assist a client in making appropriate career choices.  

The fact that a number of traditional career choice or development theories recognize that choosing a 

career is not an impromptu affair, but rather process that is developmental in nature, attests to 

comprehensive in- formation (both objective and subjective in nature) being necessary for making an 

appropriate career choice. Both Super's view of a career choice as an implementation of the individual's 

self-concept and Roe's needs theory have implications for procedures for collecting subjective data 

such as creation of collage, storytelling and family relation- ships. This work confirmed that there is a 

clear need to combine a number of approaches, both objective and subjective, since both objective and 

subjective data are necessary for making a well-informed or appropriate career decision. Lastly, the 

authors would like to stress the fact that they are of the opinion that all learners, whether traditionally 

advantaged or disadvantaged, need comprehensive information, both objective and subjective, for 

appropriate career decision making. The focus in career counselling in South Africa should therefore 

be on the collection and utilization of comprehensive information to assist all learners in making 

successful career choices. 
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South Africa Non-government organizations (NGO’s) have played an important role in the 

development of career guidance and placements for unemployed work seekers. Examples are Youth 

Development Trust, Khulisa, Business Skills Development Centre, and the Career Research 

Information Centre.  Most of these agencies operate in the informal sector and do training for work 

placement, employment through job creation in collaboration with business partnerships (du Toit, 

2005). These centres help schools by giving information about their services and what skills they may 

offer to those learners who are unable to go to institutions of higher learning. 

Mahlangu, V. (2011) proposed that local and international non- profit organizations are invited to 

provide schools with information for career choices. South African schools should blend the Western 

and the African models of guidance where local and international non-profit organizations are invited 

to provide schools with new information available. These non- governmental organizations should 

operate in the formal sector of our education system and this need to be legislated by Government. In 

dealing with schools, these local and international organizations should keep multicultural and 

universal culture in mind. 

Singapore Ministry of Education (2009) states that successfully achieving one’s life goals begins with 

a teacher believing in a student’s ability to reach beyond. They further state that SCG is a tremendous 

source for capturing the hearts and minds of students. Students identify occupational goals and learn 

not only the educational pathways needed to reach those goals, but the importance of their school 

courses as providing the foundation for their future success. The SCG makes school meaningful. 
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Venter (2006) states the importance of knowledge about career possibilities, personal values, 

personality traits and individual interest and abilities but she feels that Life Orientation teachers are 

not adequately informed about the purpose and aim of the career counselling process. Most teachers 

do not have necessary knowledge and skills to support learners to make informed subject and career 

choices. 

 

 2.5. CONCLUSION 

 

 The Government’s proposals in providing support and counselling to schools give a beacon of hope 

to all South Africans although not yet implemented. Parents and teachers need assistance in 

understanding students (Paisley 2001:274). It is the role of the school counsellor to assist parents and 

teachers in this endeavour. Career counselling in a post-modern South Africa needs to shift from an 

objective approach to a more interpretative process. New and creative ways of assessment need to be 

developed. Counsellors need to be facilitators rather than experts who do all the thinking and decision 

making. They should allow their clients to speak, act, think and choose for themselves: in other words, 

clients must be led to accept responsibility for their own choices and development. In a post-modern, 

multicultural country this is not always as easy as it may appear to be. However, the shortage of 

guidance educators and career counsellors seems to be the most important factor that contributes 

negatively on learner motivation towards school work especially in rural places. 
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Stead (1996) stated that inadequate career guidance for grade 10, 11 and 12 high school learners has 

led to a myriad of problems in South Africa: 

 

 Learners leave school with only a vague knowledge of employment opportunities.  

 Learners have little insight into the most appropriate career direction for their abilities, 

values and interests.  

 Many learners undertake tertiary education irrespective of suitability, leading to high 

dropout rates in first year (currently running at 35%).  

 Many students are virtually unemployable with no post school qualification.  

 Many employees are “stuck” in careers to which they are not suited, leading to low morale, 

de-motivation, poor performance and bad service levels.  

 Unhappy employees either leave or are dismissed, costing the business in time and money 

to recruit and train. 

When the Department of Education implements a professional career guidance programme in our 

schools we can help contribute to a better South Africa.  
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CHAPTER 3 

 

RESEARCH METHODOLOGY  

 

3.1 INTRODUCTION 

 

This chapter presents the design and methodology that was used in this study. It explains the rationale 

behind the methodology and how the research was conducted. The aim of the study was to investigate 

the effects of career guidance on learner motivation; and to establish whether a learner focused 

systematic intervention in career guidance can improve learner motivation.  

 

    3.2 METHODOLOGY  

 

 3.2.1 Research Design 

To determine the effects of career guidance on learner motivation, the researcher embarked on using 

quantitative research as it presents statistical results represented with numbers. This study used an 

experimental design to collect data.  In the experimental design, the researcher manipulates what the 

subjects will experience. The researcher has some control over what will happen to the subjects by 

systematically imposing or withholding specified conditions. The researcher then makes comparisons 
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between subjects who have had and others who have not had the imposed conditions or between 

subjects who have experienced different conditions. (Schumacher, 2009). 

 

 The study used two groups of experimental and the two groups of control. The two experimental 

groups differed in location only but both were similar in their rural nature. All four groups went through 

the Pre Test to establish the baseline condition. Treatment groups both received the same treatment 

that is learner focused intervention in career guidance. The learner focused intervention in career 

guidance consisted of career planning process through which individuals identified and implemented 

steps to attain career goals. Beach (1995) suggests that career planning is a personal process of 

planning one’s work life. The intervention included evaluating one’s own abilities, interests, 

examining career opportunities, setting of career goals and planning appropriate developmental 

activities. The research focused on the Holland’s theory which agreed with the trait and factor theory 

regarding the importance of matching job requirements and personality traits.  
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 SCHOOL1      SCHOOL 2   

 

 

 

R 

 

 

 

All groups took pre-test as baseline. Thereafter there was intervention with the experimental 

groups. No intervention with the control groups. The post-test was done with all four groups in 

the same manner as the pretest and the comparisons were made.   

 

Pre-test 
Group

s 
Treatments Post-test  

Experimental 

Group A 

A 

Control 

Group D 

D 
 

Experimental 

Group c 

C 

Control 

Group B 

B 

A 

B 
C 

D 

X 

none X 

none 
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3.2.2 Sample size 

A sample of 200 learners was drawn from the two participating schools. Sample is a group of 

subjects from which data are collected. It often represents a population (Schumacher, 2009).  

A sample of 100 Grade 10 and 11 learners; ages 14-19 years of age, from each of the two 

participating High schools at UMzinyathi Disrict. The learners were drawn from a poor socio-

economic community. Of the 100 learners in each school, 50 learners were used as an 

experimental group and the other 50 as the control group. 

 

3.2.3 Data Collection 

Data was collected using a structured questionnaire: School Motivation and Learning Strategies 

Inventory (SMALSI). 

Each questionnaire consisted of 19 questions and these questions were initially administered 

as pretest to all four groups to determine their baseline level. Thereafter the intervention phase 

consisting of a learner focused career guidance intervention was undertaken exclusively with 

the experimental groups.  There was no intervention process with the control groups. 

Thereafter, the aforementioned questionnaire was re-administered as post-test to all four 

groups. Both results of the four groups were analyzed to examine the assumptions.  

 

Life Orientation educators gave assistance of maintaining discipline in classes while the 

questionnaires were administered. Each question was read aloud by the researcher to avoid 



39 

 

extraneous variables that might occur as a result of reading slowly or inability to read accurately 

on the part of the learners.   The Life Orientation educators ensured that the participants made 

a cross to the relevant response. An informal discussion followed to answer questions that 

learners had.  

 

3.2.4 Research Instrument 

School Motivation and Learning Strategies Inventory (SMALSI) is a diagnostic tool that helps 

educators to identify learner’s strengths and weaknesses so that additional support is sought.  

This instrument is appropriate for this type of study as it is primarily quantitative in nature. The 

SMALSI assesses a variety of constructs associated with academic motivation as well as 

various learning strategies, including study strategies, time management, organizational 

techniques, attention and concentration, writing and research skills, and test –taking strategies.  

NB: The researcher when conducting this study did not use the whole battery of the test but 

only the sub-test on Academic Motivation as it is designed to assess a lack of intrinsic 

motivation to engage and succeed in various academic pursuits experienced by the learner.  It 

is believed that SMALSI can be a valuable tool for educators in maximizing the individual 

achievement of their learners.   

The respondents were issued with a questionnaire of 19 questions and the Template (Template 

9 on Low Academic Motivation Scale LOMOT and SMALSI Teen form for responses.  For 

each item on the template, the response value (from 0-3) has to be added that corresponds to 
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the letter marked through with an x (the learner’s response). 0 is for Never, 1 is for sometimes, 

2 is for often and 3 for always. The raw scores are added in the profile sheet to find the T-score 

and percentile rank that corresponds to that raw score value.  

Students with elevated LOMOT scores have expressed low levels of motivation to succeed and 

engage in academic tasks across the broad spectrum of schooling. For scores 71 and higher 

(extremely problematic) and for scores 29 and lower (minimally problematic). The information 

was distributed in the table.  

 

3.3.RELIABILITY AND VALIDITY OF THE INSTRUMENTS 

 

The instrument is appropriate for this type of study as it is primarily quantitative in nature and also it 

is designed to assess a lack of intrinsic motivation to engage and succeed in various academic pursuits 

experienced by the learners. The results of the test were valid because the instrument was able to 

measure what it purported to measure, to establish whether a learner focused systematic intervention 

in career guidance can improve learner motivation. 

 

 The instrument is also reliable because the scoring is purely objective and there is no examiner 

judgment whatsoever required to score the items and the scale score is a simple sum of item scores. 

The candidates are also allowed to complete the questionnaire at their own pace since the primary 
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interest is in the accuracy of completing the questionnaire but not on time allocation and therefore 

errors due to student differences over time are of less concern.  

 

3.4 CONCLUSION 

 

To get the views of people about particular phenomena, one may design a plan she will follow. The 

chapter managed to look at the methods used to conduct this study. The researcher has indicated the 

techniques which were employed in the sample selection, data collection and the research instrument. 

The next chapter will be used to interpret and to analyze the data as represented by the frequency tables 

and the bar graphs.  
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CHAPTER 4 

 

PRESENTATION AND ANALYSIS OF DATA 

 

4.1 INTRODUCTION 

 

This chapter will focus on the presentation and analysis of data. As it will be evident this study will 

attempt to provide insight into the effects of career guidance on learner motivation in rural high school 

learners. Raw data was collected from 2 schools and organized into frequency tables, means and the 

bar graphs. The procedure that was followed was to measure learners’ motivation before and after the 

intervention of career guidance in rural high school learners. Data was collected from 200 participants 

between May and September 2015 using both descriptive and other statistical methods.  

 

4.2 PARTICIPANTS’ BIOGRAPHICAL DETAILS 

 

All of the participants were Africans as shown in table 1 below.  Table 1 also showed the gender and 

the disability status distribution of the 200 participants.  The majority of the participants were females 

(50.5%) and the males were 49.5%. None of the participants was disabled. Two age categories were 

displayed in table 1. The majority of the participants were between the ages of 14-19 and the few were 

between the ages of 20-24.  
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The table 1 below also shows information of caregivers and the level of education of the caregivers. 

The majority (35.5%) of the participants were cared for by their grandparents.  (27%) of the 

participants were cared for by their single parents and 13% of the participants were cared for by 

relatives. The majority (73.5) of caregivers do not have Grade 12. Only (18%) have Grade 12, and 

only 8.5% have tertiary education. 

 

TABLE 1: PARTICIPANTS’ BIOGRAPHICAL DETAILS (N= 200) 

GENDER    N  TOTAL % POINT 

FEMALE   101 50.5 

MALE     99 49.5 

TOTAL    200 100 

 

AGE CATEGORY     N    TOTAL % POINT 

14-19    189     94.5 

20-24      11         5.5 

TOTAL    200       100 

 

DISABILITY     N    TOTAL % POINT 

YES     0 0 
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NO 200 100 

TOTAL 200 100 

 

GRADES                  N 

 

    TOTAL % 

POINT 

        10  100 50 

       11 100 50 

TOTAL 200 100 

 

CARE GIVER   N 

                    

  TOTAL % POINT 

BOTH PARENTS 54 27 

SINGLE PARENTS 63 31.5 

GRAND PARENTS 71 35.5 

OTHER 12 6 

TOTAL 200 100 
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LEVEL OF EDUCATION OF 

CAREGIVERS N 

                  

   TOTAL % 

POINT 

BELOW GR.12 147 73.5 

GR.12 36 18 

TERTIARY EDUCATION  17 8.5 

TOTAL 200 100 

 

 

TABLE: 2      SCALE RANKING OF MOTIVATION 

Low Academic Motivation (LOMOT) SCALE Interpretive Guide 

 

T-score higher Qualitative descriptor Potential interpretation 

71 and higher Extremely problematic Little if any intrinsic motivation to succeed in 

school, strong need for external 

reinforcement,/external locus of control ( in most 

cases), frequent feelings that school and teachers 

are unfair and likely unimportant to his or her 

future 
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61-70 Moderately problematic Below-average motivation to succeed 

academically/ low need for achievement/ feels 

school may be unimportant and teachers maybe 

unfair /tendency toward external locus of control. 

40-60 No more problematic 

than for most students  

Average motivation to succeed academically 

30-39 Less problematic than 

for most students 

Above-average motivation to succeed 

academically. 

29 and lower Minimally problematic Strongly motivated with keen desire to succeed 

academically/internal locus of control evident, 

 

 

4.3 LOW ACADEMIC MOTIVATION (LOMOT) 

 

The LOMOT scale is designed to assess a lack of intrinsic motivation to engage and succeed in various 

academic pursuits experienced by the student. Motivation is a key element in successful, learning to 

be sure but interacts strongly with the structure of classrooms, schools and assignments and with the 

tendency of the student to be a strategic learner. (Alexander & Murphy, 1999).  
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Students with elevated LOMOT scores have expressed low levels of motivation to succeed and engage 

in academic tasks across the broad spectrum of schooling. They tend toward an external locus of 

control and require external contingencies to push them to perform academically. However, as noted, 

academic motivation can be altered through a variety school- based interventions. (Brophy, 2004).  

 

 

TABLE 3: SUMMARISING DATA USING INTERVALS (FOR SCHOOL 1: 

EXPERIMENTAL) 

 

 

 

 

 

 

INTERVAL                   

PRE- TEST 

                             

            POST-TEST 

0-29 0 5 

30-39 3 6 

40-60 12 35 

61-70 23 3 

71-HIGH 12 1 

TOTAL 50 50 
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BAR GRAPH : 1: SUMMARISING DATA USING BAR GRAPH (SCHOOL 1: 

EXPERIMENTAL) 

 

 

SCHOOL 1: EXPERIMENTAL GROUP 

 

The Pre-test indicated  that the majority of the participants, 46%  was below average motivation to 

succeed  which was a low need for achievement where learners feel that school may be unimportant 

and teachers may be unfair . The table also depicted that there were no participants who were strongly 

motivated with keen desire to succeed academically.  

 

After the intervention of career guidance with the Experimental group, there was a significant change 

during the Post- test in the majority of participants who were previously under-motivated during the 

Pre-test has then tremendously decreased. The majority of the participants 70%, have become 
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moderately academically motivated  to succeed . ( See  bar graph 1 in the interval of 40-60, Pre-test 

was 12 which was 24% and the Post-test has increased to 35 which was 70%).This signifies a 

positive effect of career guidance intervention. 

 

 TABLE 4: SUMMARISING DATA USING INTERVALS (FOR SCHOOL 2: 

EXPERIMENTAL) 

 

 

 

INTERVAL PRE-TEST POST-TEST 

0-29       0           1 

30-39       0           9 

40-60      13          36 

61-70      19           4 

71-HIGH     18            0 
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BARGRAPH:2 SUMMARISING DATA USING BAR GRAPH (SCHOOL 2: 

EXPERIMENTAL) 

 

 

SCHOOL 2: EXPERIMENTAL GROUP 

 

  In school 2 also, the experimental group bar graph 2 shows that before the intervention of career 

guidance, the level of motivation  was  38% between 61-70 interval which according to Table 2 is 

moderately problematic, a below average motivation to succeed academically. Also 36% of the 

participants were extremely problematic during the Pre-test indicating little motivation to succeed in 

school.  The results after the intervention of career guidance showed a significant increase that is, 72% 

of the participants fell between 40-60 intervals which is no more problematic, average motivation to 

succeed academically.  It also shows that 18% of the participants (30-39) have become above average 
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motivation to succeed academically. At least 2% of the participants after the intervention become 

strongly motivated with keen desire to succeed academically; internal locus of control is evident.  

  

Both tables for School 1 and School 2 indicated that (0-29) interval there were no participants who 

were featuring in that category but after the intervention, School 1 managed to score 10% of the 

participants in that category whereas School 2 scored 2% after the intervention. Also in school 2 there 

were no participants who were featuring in the second category (30-39) but after the intervention they 

were able to score 18% of the participants even higher than School 1 who scored 12% after the 

intervention.  

 

4.4 COMPARISONS BETWEEN EXPERIMENTAL GROUPS  

 

EXPERIMENTAL GROUPS FOR SCHOOL 1 AND SCHOOL 2 

 

The Pre-test in both schools indicated that the majority of candidates fell in the categories (61-70) 

moderately problematic, depicting that learners from both schools were below- average in their levels 

to succeed in their academic study. The majority of candidates felt that school may be unimportant and 

teachers may be unfair, tendency toward external locus of control.  
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No candidates from both schools (School 1 and School 2), featured in the category of 0-29 (minimally 

problematic), strongly motivated with keen desire to succeed academically, interval locus of control 

evident. In the second category of 30-39 (less problematic than for most students); above average 

motivation to succeed academically, only 6% of candidates in school 1 featured in the category of 30-

39 (Pre-test). In school 2 no candidates featured in this category in the   Pre-test. Most of candidates 

who live with both parents and also whose level of Education was Grade 12, came from school 1. 

Carpenter et al (1982) stated that parent educational level is considered to have a strong influence on 

educational aspirations. They further stated that the level of child’s educational aspirations for college 

is related to their parents’ educational aspirations and family stability. On the contrary, most of the 

candidates in school 2 were raised by their grand - parents that was why their baseline motivation was 

below of School 1. 

4.5 TABLE 5: SUMMARISING DATA USING INTERVALS ( SCHOOL 1: CONTROL) 

SCHOOL 1: Control Group  

INTERVAL PRE-TEST POST-TEST 

0-29 0            0 

30-39 0            0 

40-60 12          15 

61-70 25           32  

71-HIGH 13             3 

TOTAL 50          50 
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BAR GRAPH 3 

SUMMARISING DATA USING BAR GRAPH (SCHOOL 1: CONTROL) 

 

 

 

In school 1 (the control group) the above graph shows that during the pre-test, the majority‘s level of 

motivation level was between 61-70 interval which according to Table 2, is moderately problematic, 

a below average motivation to succeed academically. During the post –test, the graph indicates that 

most of the participants than before pre-test still fell between 61-70, below average motivation to 

succeed academically.  

 

There were no participants in the last two categories, during the Pre- and Post- test  (0-29 and 30-39) 

which means that there were no participants who were  highly motivated to succeed academically and 
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also no participants who were strongly motivated with keen desire to succeed academically. It appeared 

that since there was no intervention with the Control Group, their level of motivation was not raised at 

the levels of the last two categories.  

 

During the Pre-test the majority of the participants, 50% fell in the category of 61-70,  below average 

motivated to succeed , low need for achievement, feels school may be unimportant and teachers may 

be unfair, tendency toward external locus of control. During the Post-test the number of participants 

increased from 25 (50%) to 32 (64%). This is positive because the number from extremely problematic 

decreased from 26% to 6%. The number of participants in the third category (40-60) no more 

problematic than for most participants increased from 24% to 30% which was also a positive sign. 

 

 Though the Control Group was not exposed to the intervention program as in the case with the 

Experimental Groups, it appeared that the questionnaire seemed to have made a slight paradigm shift 

in the participants’ way of thinking. It has made them think differently about themselves and their 

decisions regarding their future.  

 

 TABLE 6: SUMMARISING DATA USING INTERVALS (SCHOOL 2: CONTROL GROUP) 

INTERVAL PRE-TEST POST-TEST 

0-29       0         0 

30-39       1         0 
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40-60       7          9 

61-70      26          31 

71-HIGH      16          10 

TOTAL      50          50 

 

BARGRAPH 4 FOR SCHOOL 2:  CONTROL  GROUP  

SUMMARISING DATA USING BAR GRAPH 

 

Pre- test indicated that 53% they have never thought of leaving school which was a plus but in the Post 

only 2% were on never. It appeared that candidates were uncertain of their responses as there were 

contradictions. 

 

The importance of school in life was viewed as sometimes by the majority of participants during the 

Pre-test (41%) but in the Post-test there was contradiction that 71% thought that often school was not 
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really important in life. It appeared that the candidates might have read the statement positively 

disregarding not in the statement. 

 

Regarding doing homework, the Pre-test suggested that 81% of the participants like  in School 1 there 

were no participants in the first category (0-29), participants who were strongly motivated with keen 

desire to succeed academically, however unlike in School 1 there were 2% of the participants who fell 

into the second category, (30-39) above average motivation to succeed academically. Like in School 

1, the majority of the participants fell in the fourth category (61-70) 52% participants were moderately 

problematic- below average motivation to succeed academically. The percentage increased to 62% 

during the Post-test which was a positive sign because as the percentage increased in the fourth 

category, it decreased in the last category (71-High) extremely problematic from 32% to 20%. 

 

Also in school 2 (the control group) bar graph 4 shows that during the pre-test, the majority‘s level of 

motivation level was between 61-70 interval which according to Table 2 is moderately problematic, a 

below average motivation to succeed academically. During the post –test, the graph indicated that most 

of the participants than before the pre-test still fell in the category of 61-70 which means a below 

average motivation to succeed academically. The plus in the graph was that in the category of 71 and 

high extremely problematic (as explained in the scale ranking table) the number decreased from 32% 

to 20%. 
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4.7 ANALYSIS OF RESPONSES PER QUESTION IN THE QUESTIONNAIRE 

(SCHOOL 1 and SCHOOL 2: EXPERIMENTAL GROUPS:  PRE-TEST AND POST- TESTS) 

 

On the statements that suggested that teachers liked them, during the Pre-test, 15% of the participants 

concurred with the statement. 70% suggested that often they feel liked by their teachers but surprisingly 

during the Post-test, the number of the participants who felt unloved and have doubled to become 30%.  

There was plus for candidates who always feel liked by their teachers from 0% to 43%. The assumption 

could be that the intervention was interpreted differently by the participants. For the minus ones, the 

candidates might have felt negative during the intervention because their teachers were not part of the 

intervention as they feel more positive when teachers work with them. 

 

The distinction for the relevance of studying hard and doing well in class was clearly visible in the two 

tests. Pre-test suggested that 33% did not recognize the relevancy but the Post-test suggested 0% which 

was a plus. 71% during % sometimes do not do their homework which concurred with the concerns 

that were initially raised by their teachers that the majority do not honour their homework which affect 

their academic performance. During the Post-test it appeared that the majority (57%) still felt that they 

often did not do their homework as they were expected which was a plus. 
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The relevancy of doing well in school to get the job that they want, was viewed as sometimes by 79% 

of the candidates during the Pre-Test but the number has decreased to 16% during the Post-test which 

was a plus. 

 

Regarding the thought that schoolwork will help them in the real world, 49% suggested sometimes 

during the Pre-test whereas the number decreased to 12%    during the Post-test. 

 

Studying hard to get good grades, 60% suggested sometimes during the Pre- test and 15% during the 

Post test. Only 12% suggested always during Pre-test and the number increased to 33% during the 

Post- test which was a plus. 

 

It appeared that some statements were responded to with ambiguity because the responses indicated 

that from Pre-test to Post-test, the participants were from above averagely motivated to become 

extremely problematic which was different when we thereafter discussed the responses orally.  The 

oral feedback that the researcher got from the participants was some questions with negative 

connotations were interpreted with positive connotations which consequently caused inconsistencies 

between Pre-test and Post-test results. The researcher had discussions with the participants after the 

post- test and these ambiguities were reflected. 
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4.8 SUMMARY ON SCHOOL 1 and SCHOOL 2: CONTROL GROUPS:  PRE-TESTS AND 

POST- TESTS 

 

The responses for Pre-test for the Control Groups were similar to the Experimental Groups.  As the 

two schools were selected from the same environment, baseline level of motivation was almost on the 

same level. Though there was no intervention with the Control Groups but the questionnaire alone 

made them to reflect on themselves and about their future. 

It was reported by teachers that students’ attitude towards school and academic performance improved 

after the Pre-test. 

 

4.9 FINDINGS WITH REGARD TO AIMS OF THE STUDY 

 

The researcher held discussions with the Life Orientation Educators after the administration of the two 

tests reflecting on the effects of career guidance programs on the 200 participants.   The positive 

changes that the educators had observed with the participants between May and September and the 

following were reported: 

 

 The rate of absenteeism had dropped. 

 The number of learners who do their homework had doubled. 
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 The passing rate on the continuous assessment work had slightly increased as compared to the 

previous years. 

 The working relationship between teachers and their students had improved. 

 

Though the participants were from the same environments, it was also true that 30% of the participants 

come from supportive families especially those whose parents were married and staying together and 

whose level of Education was Grade 12 and higher (as shown in Table 1). 

 

Most of the participants who showed positive responses in both tests were discovered to be from solid 

and supportive family backgrounds and the majority of such learners were reported by their teachers 

as performing much better than those who come from broken families and whose parents’ level of 

Education was lower than Grade 12. 

 

The family factors also play an important role in the career development of children (Ackermann & 

Botha, 1998). Parents are an important resource in a good career guidance system; however, Mathabe 

and Temane (1993) contend that the teacher-parent link in South African schools is very weak. There 

is often negligible involvement of parents in the career development of their children. On the other 

hand, there is a high correlation between career status of parents and career identity development of 

adolescents. The Human Science Research Council (1988) stated that the influence of unrealistic 

career expectations by parents can make realistic career choice by children difficult. Super (1957) 
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noted that career planning was a continuous process and not a single choice. His work encourages the 

monitoring of an individual’s career progression during his life rather than just predicting initial 

occupational entry. 

 

Parent educational level is considered to have a strong influence on educational aspirations (Carpenter 

& Western, 1982; Stage & Hossler, 1988; Hossler, et aI. 1989; Trent, 1970). The level of a child's 

educational aspiration for college is related to his or her parent's educational aspirations; family 

stability (McCartin and Meyer, 1988); parent educational level, especially the father's educational level 

(Stage & Hossler, 1988); and time spent discussing college with parents (Stage & Hossler, 1988).  
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CHAPTER 5 

 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS AND LIMITATIONS 

 

5.1 INTRODUCTION 

 

This chapter presents a brief summary of the study. Recommendations in the nature of high school 

learners' career guidance. Also limitations of the study are provided. 

 

5.2 SUMMARY 

 

In this study a concern is expressed on the nature of career guidance on motivation towards rural high 

school learners. The main concern of the research was career guidance as learner’s motivation to grade 

10, 11 and 12 in rural high schools. The main focus of attention is on the effects of career guidance on 

learner’s motivation. The following hypotheses were formulated: 

 

 There will be a positive relationship between career programs and learner motivation. 

 A focused systematic intervention in career guidance will improve learner motivation. 

Chapter one detailed the motivation for undertaking the present study. Chapter two outlined the nature 

and scope of career guidance as learner’s motivation to rural high schools. From the literature review 
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factors that influence career guidance as learner’s motivation in rural high schools were clearly stated. 

Furthermore this chapter gives an overview of research on rural high schools learner's career guidance. 

Career guidance on high school learners received attention in South Africa and in other developed, 

and developing countries. Chapter three consists of a detailed method of study in this research. Chapter 

four is about the analysis of data. From empirical investigation it came out c1early that the majority of 

both rural learners hold positive attitudes towards career guidance as learner’s motivation in rural high 

schools. The detailed analysis of responses and frequencies with which various aspects were rated are 

also provided in this chapter. Chapter five provides summary, conclusions, recommendations.  

Limitations of the study are also provided.. 

 

5.3 RECOMMENDATIONS 

 

The researcher recognizes that this study focuses on two aspects of a larger research problem. The 

study sample consists of two rural high schools with grade 10 to grade 12 in uMzinyathi district. This 

study opens the following avenues for future research: 

 

 This study investigated two rural high schools. Its focus was only on black learners excluding 

white, Indian and colored learners. 

 A comparative study of black and white learner’s career guidance will be of prime importance 

to throw the light on the significance of different cultural backgrounds. 
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 There is a need for study of this nature in both public and independent schools for the sake of 

comparison. 

 The department of education should employ career guidance counselors in rural high schools. 

 Educational psychologists must be employed in rural high schools as the rural schools are 

neglected from the programs. 

 Career counseling in schools should be taken seriously although it is not for examination 

purposes. 

 In-service training and workshop for educators should be held to master both content and 

methods of facilitating. 

 Rural high school learners should understand the relationship between career choices and 

educational requirements. Educational awareness implies a working knowledge of educational 

opportunities available at specific institutions. 

 The department of education must provide programs designed to meet the need of learners at 

various stages of career development. Establishing career development must be implemented 

at entry-level in all high school learners as a means of monitoring their progress relevant to 

their goals. 

 Within a school setting, other factors must be assessed. If a new school is being opened, the 

problem can be considered along with several others that relate to the development of career 

guidance services in the school. If a guidance committee has been establish in the school it 

obviously should be involved in this decision. 
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5.4 LIMITATIONS OF THE STUDY 

 

 The researcher recognizes that the proposed study focus only on two aspect of a larger research 

problem. The scope of the study covers only mainstream learners. 

 Time and financial resources available to the researcher also posed a serious problem. It was 

difficult to visit many schools. 

 The study itself is targeted at two Nqutu schools only and not the whole of Umzinyathi District. 

 The scope is further restricted to black rural high School learners and not include other racial 

groups. 

 It is better for the researcher to recognize the limitations rather than claim that s/he has the 

perfect design. 

 In the light of the preceding statement, the researcher acknowledges that she does not have the 

perfect design, but with the time and resources constraints faced with, the present design is the 

most convenient and appropriate for the research under study. 

 The gender in the study was not taken into cognizance as it might have reflected whether career 

guidance programs have more effect on female students than on male students or vice versa. 

 As the research was based on two grades, the researcher did not compare the responses of the 

two grades to distinguish whether career guidance programs have more effect on grades or not. 
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 The standardized tool that the researcher used to collect data may not be a perfect one for the 

study as the participants experienced ambiguity with some statements. Some statements were 

similar to others which also contributed to some inconsistencies with the responses. 

 

5.5 CONCLUSIONS ON RESEARCH FINDINGS 

 

In this study the researcher discovered that Life Orientation teachers were not adequately informed 

about the purpose and aim of the career counselling process. Most teachers did not have necessary 

knowledge and skills to support learners to make informed subject and career choices and this make it 

difficult for the learners to cope with academic demands as they did not see how their hardworking 

will lead them to find the job they want after leaving school. 

 

This study also has reflected that Career Guidance has a positive effect on learner’s motivation in rural 

high schools. The findings of this study have shown that career guidance programs are a tremendous 

resource for capturing the hearts and minds of students. Students identify occupational goals and learn 

not only the educational pathways needed to reach those goals but the importance of their school 

courses as providing the foundation for their future success. The career guidance makes school 

meaningful.  Career Guidance programs can be used as a powerful tool to motivate rural high school 

learners to aspire their future however successfully achieving one’s life goals begins with a teacher 

believing in a student’s ability to reach beyond. 
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APPENDIX 

Questionnaire 
 

 
Name:_____________________ Grade:____ Gender:________ School:_________________ 

  

Age: __________________ 

 

Circle around the type of caregiver(s) that you have             A Both parents 

                                                  B Single parent 

              C Grandparents 

              D Any other relative 

The highest level of Education of your caregiver(s) ___________ 

                                          

 

(Read the statement carefully and tick the box of your choice.) 

 

 

       Never                    Sometimes                            Often                        Almost Always 
 

 

1. Teachers like me. 

 

2. If I study hard enough, I can do well in my classes.  

 

3. I think I would just like to quit school. 

 

4. I think school is not really important in life. 

 

5. I just don’t do my homework. 

 

6. I don’t think I need to do well in school to get the job I want. 

 

7. I don’t think school work will help me in the “real would”. 

 

8. I study so that I will get good grades.  

 

9. If I don’t do well in class; I think it was a waste of time. 

10. If I’m not sure what to do on an assignment, I don’t do it at all. 

11. I think that school is too hard for me. 

12. School work bores me.  

13. I don’t like to come to school. 

14. I feel stupid when I am at school. 

15. I put off turning in homework for as long as I can. 

16. I feel good when I’m doing well in school.  

17. Teaches are not fair to most kids. 

18. Tests are not good measures of what I have learned. 

19. Most tests are unfair. 
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TABLE 3:  Tabulated analysis of participants’ responses per question in the questionnaire 

Pre-test (Experimental Groups) 

 

                                                     

 

 

 

 QUESTIONS ON MOTIVATION LEVEL 
NEVER 
(N) 

SOMETIM
ES (S) 

OFTEN 
(O) 

ALWAY
S (A) 

TOT
AL 

1 Teachers like me 15 70 15 0 100 

2 
 If I study hard enough, I can do well in 

my classes 33 51 16 0 100 

3  I think I would just like to quit school 53 13 32 2 100 

4 
I think school is not really important in 

life 23 41 17 19 100 

5  I just don’t do my homework 52 35 9 4 100 

6 
I don’t think I need to do well in school 

to get the job I want 3 79 8 10 100 

7 
I don’t think school work will help me in 

the “real would” 20 49 13 18 100 

8 I study so that I will get good grades 15 60 13 12 100 

9 
If I don’t do well in class; I think it was a 

waste of time 12 43 17 28 100 

10 
If I’m not sure what to do on an 

assignment, I don’t do it at all 39 21 12 28 100 

11 I think that school is too hard for me 71 25 4 0 100 

12 School work bores me 53 21 26 0 100 

13  I don’t like to come to school 24 43 19 13 100 

14 I feel stupid when I am at school 40 35 23 2 100 

15 
 I put off turning in homework for as long 

as I can 29 38 16 17 100 

16 
 I feel good when I’m doing well in 

school 30 41 20 9 100 

17 Teaches are not fair to most kids 61 23 9 7 100 

18 
Tests are not good measures of what I 

have leaned 79 21 0 0 100 

19 Most tests are unfair 24 23 45 8 100 

 TOTAL                                                                                              

         

673 778 278 170  
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TABLE 4: Post-test (Experimental Groups) 

  

 

 

 

 

 

Colu
mn1 QUESTIONS ON MOTIVATION LEVEL 

NEVER 
(N) 

SOMETIM
ES (S) 

OFTEN 
(O) 

ALWAY
S (A) 

TOT
AL 

1 Teachers like me 30 5 22 43 100 

2 
 If I study hard enough, I can do well in 

my classes 0 10 19 71 100 

3  I think I would just like to quit school 65 25 10 0 100 

4 
I think school is not really important in 

life 60 35 15 0 100 

5  I just don’t do my homework 70 21 8 1 100 

6 
I don’t think I need to do well in school 

to get the job I want 0 49 36 15 100 

7 
I don’t think school work will help me in 

the “real would” 9 35 37 11 100 

8 I study so that I will get good grades 5 25 30 40 100 

9 
If I don’t do well in class; I think it was a 

waste of time 0 43 37 20 100 

10 
. If I’m not sure what to do on an 

assignment, I don’t do it at all 9 17 34 40 100 

11 I think that school is too hard for me 9 15 39 37 100 

12 School work bores me 15 23 35 27 100 

13  I don’t like to come to school 60 30 10 0 100 

14 I feel stupid when I am at school 80 10 8 2 100 

15 
 I put off turning in homework for as 

long as I can 11 45 32 12 100 

16 
 I feel good when I’m doing well in 

school 0 14 52 34 100 

17 Teaches are not fair to most kids 10 53 26 11 100 

18 
Tests are not good measures of what I 

have leaned 22 40 13 25 100 

19 Most tests are unfair 71 23 4 2 100 

 TOTAL 

              
177 262 824 637  
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TABLE 5: Pre-test (Control Groups) 

 

 QUESTIONS ON MOTIVATION LEVEL 
NEVER 
(N) 

SOMETIM
ES (S) 

OFTEN 
(O) 

ALWAY
S (A) 

TOT
AL 

1 Teachers like me 18 62 12 8 100 

2 
 If I study hard enough, I can do well in 

my classes 14 71 10 5 100 

3  I think I would just like to quit school 57 36 7 0 100 

4 
I think school is not really important in 

life 70 23 6 1 100 

5  I just don’t do my homework 62 20 5 13 100 

6 
I don’t think I need to do well in school to 

get the job I want 15 53 6 26 100 

7 
I don’t think school work will help me in 

the “real would” 36 39 13 12 100 

8 I study so that I will get good grades 31 43 17 9 100 

9 
If I don’t do well in class; I think it was a 

waste of time 18 37 21 24 100 

10 
. If I’m not sure what to do on an 

assignment, I don’t do it at all 51 30 14 5 100 

11 I think that school is too hard for me 11 71 9 9 100 

12 School work bores me 41 38 18 3 100 

13  I don’t like to come to school 45 39 14 2 100 

14 I feel stupid when I am at school 21 53 12 14 100 

15 
 I put off turning in homework for as long 

as I can 18 61 7 14 100 

16 
 I feel good when I’m doing well in 

school 9 33 42 16 100 

17 Teaches are not fair to most kids 27 55 16 2 100 

18 
Tests are not good measures of what I 

have leaned 48 39 12 1 100 

19 Most tests are unfair 21  71 8 0 100 

 TOTAL 613 874 249 164  
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TABLE 6: Post-test (Control Groups) 

 

Colu
mn1 QUESTIONS ON MOTIVATION LEVEL 

NEVER 
(N) 

SOMETIM
ES (S) 

OFTEN 
(O) 

ALWAY
S (A) 

TOT
AL 

1 Teachers like me 14 74 5 7 100 

2 
 If I study hard enough, I can do well in 

my classes 35 62 3 0 100 

3  I think I would just like to quit school 26 65 9 0 100 

4 
I think school is not really important in 

life 23 77 0 0 100 

5  I just don’t do my homework 17 51 11 21 100 

6 
I don’t think I need to do well in school 

to get the job I want 32 47 21 0 100 

7 
I don’t think school work will help me in 

the “real world” 31 55 12 2 100 

8 I study so that I will get good grades 27 42 10 21 100 

9 
If I don’t do well in class; I think it was a 

waste of time 42 35 18 5 100 

10 
. If I’m not sure what to do on an 

assignment, I don’t do it at all 22 43 29 6 100 

11 I think that school is too hard for me 37 46 12 5 100 

12 School work bores me 63 31 6 0 100 

13  I don’t like to come to school 28 49 17 6 100 

14 I feel stupid when I am at school 37 41 3 19 100 

15 
 I put off turning in homework for as long 

as I can 26 58 16 0 100 

16 
 I feel good when I’m doing well in 

school 19 75 6 0 100 

17 Teaches are not fair to most kids 20 40 10 30 100 

18 
Tests are not good measures of what I 

have leaned 23 66 8 3 100 

19 Most tests are unfair 17 60 9 14 100 

 TOTAL 539 1017 205 139  
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TABLE 7 

  ORGANISING DATA COLLECTED     

        

  SCHOOL 1     

        

  
EXPERIMENTAL GROUP PRE-TEST and POST 
TEST 

PRE-
TEST 

POST-
TEST 

        

  N=50     

PARTICIPANTS 1 61 70 

  2 70 42 

  3 75 53 

  4 63 47 

  5 60 39 

  6 33 28 

  7 60 43 

  8 69 57 

  9 73 60 

  10 55 39 

  11 65 47 

  12 58 44 

  13 73 59 

  14 61 54 

  15 70 70 

  16 63 44 

  17 45 28 

  18 35 15 

  19 53 41 

  20 73 49 

  21 81 58 

  22 51 33 

  23 66 42 

  24 80 66 

  25 66 39 

  26 71 45 

  27 69 51 

  28 34 18 

  29 70 56 

  30 90 71 

  31 53 35 

  32 61 48 
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  33 58 50 

  34 69 28 

  35 68 46 

  36 70 45 

  37 95 43 

  38 75 40 

  39 55 40 

  40 63 50 

  41 49 21 

  42 70 57 

  43 80 42 

  44 63 59 

  45 61 44 

  46 63 40 

  47 75 58 

  48 60 35 

  49 69 43 

  50 68 46 
 

TABLE 10 

  ORGANISING DATA COLLECTED     

        

  SCHOOL 2     

        

  
EXPERIMENTAL GROUP PRE-TEST and POST 
TEST 

PRE -
TEST  

POST-
TEST 

        

  N=50     

PARTICIPANT 1 71 60 

  2 70 58 

  3 80 61 

  4 78 49 

  5 72 47 

  6 62 55 

  7 82 63 

  8 71 44 

  9 51 33 

  10 66 41 

  11 70 51 

  12 63 47 

  13 47 30 

  14 63 40 

  15 47 30 

  16 55 49 
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  17 50 43 

  18 73 32 

  19 61 29 

  20 51 46 

  21 59 48 

  22 81 63 

  23 61 42 

  24 69 53 

  25 72 51 

  26 63 41 

  27 59 32 

  28 71 53 

  29 68 47 

  30 76 60 

  31 73 65 

  32 80 60 

  33 80 58 

  34 69 48 

  35 70 59 

  36 49 33 

  37 65 42 

  38 60 42 

  39 70 45 

  40 74 35 

  41 61 57 

  42 84 49 

  43 53 42 

  44 69 47 

  45 68 53 

  46 78 41 

  47 41 33 

  48 71 42 

  49 79 53 

  50 60 37 
 

TABLE 13 

 

  ORGANISING DATA COLLECTED     

        

  SCHOOL 1     

        

  CONTROL GROUP PRE-TEST and POST TEST 
PRE-
TEST 

POST-
TEST 
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  N=50     

PARTICIPANT 1 78 63 

  2 64 59 

  3 90 73 

  4 71 69 

  5 55 53 

  6 60 60 

  7 80 70 

  8 70 65 

  9 70 67 

  10 66 65 

  11 85 69 

  12 71 60 

  13 90 71 

  14 67 56 

  15 70 62 

  16 91 60 

  17 62 60 

  18 69 69 

  19 51 48 

  20 64 63 

  21 74 63 

  22 62 62 

  23 65 64 

  24 59 59 

  25 67 65 

  26 66 66 

  27 71 63 

  28 68 65 

  29 63 61 

  30 66 64 

  31 58 55 

  32 67 63 

  33 68 62 

  34 51 54 

  35 89 70 

  36 50 71 

  37 72 61 

  38 65 60 

  39 70 59 

  40 69 70 

  41 71 65 

  42 63 64 
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  43 46 61 

  44 58 40 

  45 57 62 

  46 47 70 

  47 61 50 

  48 60 63 

  49 64 69 

  50 63 63 
 

 

 

  ORGANISING DATA COLLECTED     

        

  SCHOOL 2     

        

  CONTROL GROUP PRE-TEST and POST TEST     

        

  N=50 PRE-TEST POST-TEST 

PARTICIPANT 1 63 70 

  2 59 66 

  3 71 73 

  4 65 63 

  5 72 69 

  6 74 63 

  7 65 51 

  8 54 65 

  9 64 61 

  10 60 60 

  11 63 62 

  12 73 72 

  13 70 70 

  14 65 67 

  15 67 61 

  16 69 67 

  17 70 53 

  18 68 67 

  19 62 64 

  20 38 42 

  21 64 62 

  22 84 85 

  23 67 62 

  24 58 65 

  25 54 67 
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  26 66 65 

  27 73 74 

  28 70 71 

  29 63 65 

  30 61 73 

  31 80 81 

  32 75 68 

  33 50 49 

  34 72 69 

  35 81 79 

  36 77 66 

  37 69 69 

  38 64 65 

  39 70 71 

  40 77 62 

  41 73 60 

  42 65 56 

  43 66 51 

  44 60 61 

  45 78 70 

  46 66 58 

  47 70 70 

  48 63 64 

  49 75 70 

  50 81 76 
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