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Abstract:  

This paper gives a brief historical perspective of vocational education and training (VET) and 
critiques the existing pathways and policies that define the ideas and practices of VET in 
Uganda. I give a descriptive explanation on the current VET pathways and also discuss the 
existing policies that influence the structure of these pathways. VET pathways are examined in 
light of existing policies. From this, practical implications are drawn up with regard to both the 
pedagogy and the policy of VET in Uganda. In examining the pedagogical implications, the 
subject areas within VET (optional or core) are focused upon, as well as an assessment of the 
meaning of success for VET students, especially in terms of bridging the gap between subject 
areas and the real and potent role of indigenous knowledge systems in VET programmes. In 
terms of policy implications, the paper examines the financing of VET (nationally and 
internationally), as well as the status, prominence, pathways and ownership of the knowledge 
systems within VET. 

Introduction 

I explore the development and implementation of the education systems in Uganda with a 

particular focus on vocational education and training (VET). I define VET as “more or less 

organised or structured activities that aim to provide people with the knowledge, skills and 

competences necessary to perform a job or a set of jobs, whether or not they led to a formal 

qualification. VET is independent of venue, age or other characteristics of participants and 

previous level of qualifications. VET may be job-specific or directed at a broader range of 

occupations. It may also include elements of general education. The major importance of VCET 

for individual, enterprises and society is widely acknowledged and is perceived as a key element 

of lifelong learning” (CEDEFOP, 2004, p. 13). The first section succinctly outlines the 

conceptual influences that guide my writing, followed by a brief explanation of the methods and 

data sources as well as the questions that frame my discussion. The next sections describe 

Uganda’s VET systems: VET policy and practices that have influenced the development of VET 



2 
 

the pre-colonial to the post-colonial era that we may refer to as the ‘era of globalisation’.  I am 

interested in revealing the pedagogical and policy implications and how this information may 

potentially advance VET in Uganda. As a conclusion, I express ideas that would develop VET 

systems such that they add value for future career and education possibilities, both for the youth 

and for adults.  

Conceptual influences 

Conceptual influences that guide my writing include history of vocations and related education 

and training, traditional craft knowledge, and evolution of historical policy implementation to 

present day. Included in the conceptual influences are economic, political and social constructs, 

for example, perceptions by governments, school administrations, teachers, parents, students and 

the general public. The contexts of labour demand, economic direction and development, and 

geopolitical considerations as well as traditional practices are also constituent parts of the present 

conceptual view. 

Methods, data sources, and framing questions 

Our data sources include scholarly literature as well as government and Ministry of Education 

policy and curricular documents. Questions that frame this discussion include the following 

comparative topics: What are the historical developments of Uganda’s and Canada’s VET 

systems? How are the VET systems organized? Has this organization affected the transference of 

traditional craft knowledge? If yes, how? What are the links and disconnects between formal and 

informal education, educational training, and workplace learning? Are there clear pathways 

between secondary and post-secondary programs? How have these pathways contributed to the 

development of professionalism in VET? How are youth and adults transitioning between the 
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secondary and the post-secondary? What is the qualification and certification mobility between 

programs and the consequences of this mobility for VET?  

Uganda’s Education Structure 

Prior to British colonization, Uganda did not exist as a country. The geographical region 

was divided into tribal regions, many governed by local kings that had in place traditional 

apprenticeship models for transferring information from one generation to the next. These 

traditional approaches required that a young person spent time with an elder who was skilled in a 

trade or vocation. In addition to learning craft skills, youths learned accepted societal norms, 

folkways and mores because this elder was usually a mentor and/or a parent. At that time 

institutionally-based schools that exist in the current formal system of education were not 

established. Instead, each ethnic grouping, tribe or society followed a well-organised system of 

how knowledge and skills would be passed from elder to younger generations. Each societal 

system endorsed the means by which information was transferred to ensure that citizens learned 

desirable social behaviour and the necessary basic knowledge and skills for personal daily living 

and for the greater benefit of the society. The elders, the parents and clansmen in the community 

were the vocational instructors or teachers, which gave them the duty to educate children and 

youth necessary practical skills and knowledge. Additionally there were traditionally recognized 

specialized skills and knowledge not commonly known to most parents with the learners that 

were taught to exceptional youth. It is notable that all the traditional skills and knowledge were 

gendered and would be taught to boys or girls as thought appropriate by the society (Ssekamwa, 

1997; Okello, 2000).  

The arrival of European missionaries in the 18th century signalled the introduction of 

Christianity to Uganda. These missionaries were one of the important colonial tools used by 
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various European nations to expand their empires. With Christianity came the “3Rs” which was 

a way to introduce the so-called “formal education”, beginning with reading of the Bible. During 

the colonial period, most of the traditional practices and beliefs of everyday life were considered 

satanic and evil by the European missionaries, and they discouraged and denigrated these 

traditional practices. Gradually, the people abandoned their traditional apprenticeship approaches 

to educating their young in favour of the new forms of learning. During this time as well 

educational policies began to be introduced in Uganda’s education system. Through the work of 

the Church of England and its Christian Missionary Society (CMS), institutional education was 

formally constituted through the Educational Code of 1910. This code focussed on training local 

leaders who exhibited sound religious and moral training (Nabaggala, 2009). There was no 

longer any mention, let alone practice, of any form of vocational training.   

During the 1920s and 1930s, formal education was made available to only children of the 

aristocracy, clergy, and tribal chiefs. However, individual missions realised the need for 

infrastructure in the form of buildings, communications lines and technical works and thus 

introduced technical instruction in Uganda. In 1923, the first technical schools were established 

by the White Fathers Order of the Catholic Church. These schools were set up with programs 

that included metal-work, wood-work, shoe-making, roof and tile moulding, brick-making, 

masonry, book printing and binding and drawing. These programs served the immediate needs of 

the missionaries themselves and not the native Ugandans (Nabaggala, 2008, Sekamwa, 1997). 

Uganda’s government was not actively involved in education until 1925 and rapidly expanded 

during the 1950s and 1960s, as the British colonialists prepared the local government to take 

over after independence. This led to the establishment of the current structure of Uganda’s 

education system. It consists of seven years of primary education, four years of lower secondary 
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education and two years of upper secondary education followed by three to five years of 

university education. When it comes to VET however, the current government and its policy 

encourages specialized training but the official structure does not clearly reflect the clear 

pathways for facilitating and implementing VET.  

VET Pathways within Uganda’s Education System 

Kindergarten / Pre-primary level 

Uganda does not have an official pre-primary program but it recognizes the significance of this 

level as a building block in the general educational structure.  The 1989 Education Policy 

Review Commission report recommends properly planned and well-trained educators to ensure 

adequate preparation of pre-primary learners. Although most pre-primary institutions are 

privately owned and set their own regulations, the commission recommends that pre-primary 

education should not exceed two years. Graduates should be ready to join primary level at the 

age of six. It should be noted that the 1989 Education Policy Review Commission’s 

recommendations influence much of the education structure being implemented in Uganda 

today. With a lot decision making left to the implementers of pre-primary education, to what 

extent have the learners been given access to foundations of VET? 

Primary Level 

Each primary school usually sets its own entry standards and requirements and conducts 

independent interviews for its aspirants. Primary level consists of seven years of elementary 

education. In Primary Seven, students take a national Primary Leaving Examination which is 

composed of four subjects: Mathematics, English, Social Studies and Science. This examination 

is conducted by the Uganda National Education Board (UNEB). Successful completion of this 

level is based on one’s ability to be absorbed into a secondary school. The highest (best) mark 
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that a student can get for this level is 4 (four) aggregates that is Distinction 1 (one) in each 

subject, and the worst is F9 (Failure Nine). Approximately 40% of the primary school graduates 

make it to the lower secondary or Ordinary Level (O’ Level). In the VET pathway, at this level 

some students, who fail to make it to the lower secondary level, join a three-year craft course in a 

technical school. This is so unfortunate, due to the fact that it is from here that the education 

system gives a bad impression of VET, because VET subjects are not examined as a core 

requirement. They pose a hurdle for those who have failed to make it further in the predominant, 

formal educational pathway; thus the two streams are not made compatible. At the same time I 

would say the system provides a second chance for those dropped by or excluded from the main 

education pathway. It allows them to rediscover their strengths elsewhere.   

Post Primary VET Institutions 

These post primary institutions include agricultural schools, arts and crafts schools and technical 

schools. These award Junior Certificates upon completion of a three-year course. At the end of 

the third year, the students sit for UNEB examinations to determine their success in the program. 

With adequate experience as determined by the VET institution, a student holding a Junior 

Certificate could return to the VET school for a Full Certificate. 

Lower Secondary Level / Ordinary Level / Uganda certificate of Education 

This level offers a four year program to students. Following the first two years where all students 

take all available courses as offered by each individual school, students choose up to three 

optional subjects and take seven compulsory subjects determined by the school. Most of the 

vocational subjects are considered optional depending on availability of resources. Some of these 

include technical drawing, woodwork, home economics, art, agriculture, metalwork, accounting, 

commerce and entrepreneurship. These subjects give an edge to a student who ends up in a VET 
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institution. Upon completion of four years, students sit for the Uganda Certificate of Education 

(UCE). Successful completion of this level is based on one’s ability to be absorbed into the upper 

secondary or advanced level as determined by the system. The best mark a student could get at 

this level is Aggregate 9 for nine subjects or Aggregate 10 for ten subjects and the worst is 

Aggregate 81 for nine or 90 for ten subjects. Depending on one’s performance, an 

“unsuccessful” student who fails to make it to upper secondary level but chooses the VET 

pathway, is absorbed into a VET institution to pursue either a Junior Certificate or a Full 

certificate depending on their performance at O’ Level. The Full certificate is equivalent to the 

Upper secondary qualification – Uganda Advance Certificate of Education (UACE) and both are 

examined by UNEB. 

Upper Secondary/ Advanced level / Uganda Advance Certificate of Education 

At this level, students specialize in a particular pathway, that is, sciences or arts/humanities 

based combination of either four principal subjects and one subsidiary or three principal subjects 

and two subsidiaries. Of the subsidiaries, General Paper is compulsory for all Advanced level 

(A’ Level) candidates. In many instances, vocational subjects are part of these combinations. 

Some of these vocational subjects include arts and crafts, foods and nutrition, clothing and 

textiles, technical drawing, woodwork, metalwork and agriculture. Success in these subjects at 

both O’ and A’ Levels as well as in science subject combinations makes it possible for a student 

to pursue a VET pathway in a post-secondary institution. This level is completed within two 

years, at the end of which students sit for the UACE examination administered by UNEB. 

Success at this level varies according to a number of factors, for example, admission into 

government-owned or private universities or other post-secondary institutions, ability to secure 

government or private sponsorship, or admission for a professional or non-professional course. 
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Upon completion of this level, students can decide their pathway on the basis of the variety of 

options available to them for post-secondary education. 

Post-Secondary Institutions 

UACE graduates might be absorbed into government-owned or privately-owned universities, 

national teacher’s colleges, colleges of commerce, technical colleges and department training 

colleges. A vocationally focussed UACE graduate could join any of the above institutions and 

obtain a degree, diploma or certificate depending on their performance at A’ level and the 

institution they join. An example at this point may help to illustrate the education structure with a 

VET focus at this point. I give an example of a student who pursued a science combination at A’ 

Level (Physics (D), Chemistry (D), Mathematics (B), and Technical Drawing (B)), General 

paper (6); and has Technical Drawing (2) and Woodwork (3) as one of their optional subjects at 

O’ Level. As part of their compulsory subjects at O’ Level, the student took Mathematics (1), 

English (3), History (3), Geography (2), Biology (3), Chemistry (2) and Physics (1). In brackets 

are the grades he received in each subject. At O’ Level 1-2 is a distinction, 3-6 credit, 7-8 pass 

and 9 is a failure. Based on the student’s O’ Level performance, the best subjects are selected for 

their A’ Level combination. At A’ Level; A=6points, B=5, C=4, D=3, E=2, O=1 and F= Fail. 

General paper; 1-6 is a credit = 1point, 7-9=Fail. With the student’s subject combination at both 

levels, a B.Sc. degree in engineering at university with government sponsorship is possible. 

However, with these results, this may not be possible because of the general national 

performance. This student may be admitted on private sponsorship for a non-professional course 

at either a private or government university. 

Alternatively, if the students opt for a VET pathway, they may decide to join a Technical 

school and pursue a government sponsored diploma course in any of the following: mechanical 
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engineering, civil and building engineering, vocational education teacher training, architectural 

drawing, electrical and electronic engineering, amongst others. This way the student has opted 

for a lower level course but on government sponsorship as opposed to a higher level one that 

they would have to pay for. The technical school examinations are conducted by UNEB whereas 

those of individual universities are internally administered. However, upon completion of the 

two-three year diploma courses, and with a minimum of two to three years’ work experience, the 

individual may enrol for a two to five year degree program (depending on the institution and 

course). In the case of our example above, if the students excel with a First class or Upper 

Second class diploma, they may qualify for government sponsorship to pursue an undergraduate 

degree at a government-owned university. For an individual to continue on with graduate degree 

programs, this is an optional commitment depending on employment requirements. In particular, 

if one is to engage in VET Training, one would have to pursue graduate studies. Presently few 

universities offer programs in VET at graduate level in Uganda. However, one could branch into 

other related areas like engineering, agricultural economics, food science and technology and 

education. 

Policies that have guided Uganda’s education system 

The focus, in considering the policies that have guided the above education structure has always 

been placed on the quality of education for everyone.  The 1963 Castle Commission promoted 

agriculture and technical education. With the political unrest between 1971 and 1979, the 

Government Educational Plan almost failed to be implemented. More recently, between the 

1980s and 1990s, the importance of educational policy was made a priority especially to promote 

renewal of educational facilities and human resource capacity. The 1989 Report of the Education 

Policy Review Commission “Education for National Integration and Development” emphasised 
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that education ought to be the spear-heading sector towards development (The Kajubi Report, 

1989). This report identified the functions of higher education as producing highly qualified 

manpower/labour power, serious publications, comprehensive research, preservation of 

knowledge and an effective public service. Furthermore, the government White Paper on 

Education (1992) endorsed aims such as “Education for All” (EFA) that had been inspired by the 

UN as a global focus that had been endorsed by member states during the Jomitien World 

Conference of 1990 in order to broaden the access to basic education to all citizens. EFA would 

enhance students’ social participation and obtain massive literacy among the population.1  This 

led to the adaptation of the policy in the form of universal primary and secondary education in 

Uganda; thus providing an avenue for vocational education subjects to become more prominent 

in the current formal education system. 

In relation to the Education Strategic Investment Plan (ESIP) of the Government of 

Uganda for the period of 1998-2003, there is a stated commitment to support education but how 

far does this go beyond words?  (Government White Paper on Education, 1992).  It is at this 

point one would question the extent to which Uganda has invested in vocational education as 

part of the education system. Although it should be appreciated that the government has funded 

education consistently and to a certain extent convincingly,  some funds have landed into the 

hands of corrupt officials who have failed to deliver the necessary resources in terms of 

infrastructure, reading and learning materials, tools and literature, teachers’ remunerations, to 

their respective administration centres. The key policy thrust in the educational sector for both 

rural and urban Uganda is to provide equitable access to quality and affordable education to all 

Ugandans, as a way towards achieving the goals of Poverty Eradication Action Plan (PEAP, 

                                                             
1 All these aims were presented as a move to instil the skills and values in individuals in order to fulfil the 

requirements for building a better society. 
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2007/08) and the Millennium Development Goals (MDGs) by 2015. As a result, the Education 

Sector Strategy Plan (ESSP) of Uganda’s Ministry of Education and Sports (MoE) 2004/5 to 

2014/5 succeeded the Education Sector Investment Plan (ESIP of 1998-2003). 

The Uganda’s Business, Technical, Vocational Education and Training Act has 

established the foundation to develop and implement a national qualifications framework. The 

Business, Technical, Vocational Education and Training program (BTVET) “strengthens 

BTVET through separation of delivery and quality assurance functions and greater involvement 

of business” (Ministry of Education and Sport, 2008, p. 3). According to Uganda’s Ministry of 

Education and Sport, this act institutes “modular training which is flexible to suit the trainees 

occupational or skills requirements,” (p. 6) competency-based assessment, Vocational 

Qualification Framework certification, prior learning as well as formal and non-formal training 

recognition, and quality assurance strategies and procedures. An underlying goal of the BTVET 

program is to respond with more flexibly to changing work and employment patterns and in a 

way that closes the gap between the world of work and training. In part, because of the BTVET 

program, Uganda is developing a system that involves pathways from high school to a number of 

post-secondary diploma and degree programs. However, concerns about losing traditional ways 

of sharing craft knowledge continue to exist and graduates from the current education structure 

continue to look for employment. 

Pedagogical Implications  

Kaahwa (2011) explains an integration of familiar, culturally recognised objects and activities 

into mathematics pedagogical practice would be instrumental in facilitating the identification of 

the mathematically gifted, yet disadvantaged. Kaahwa argues that careful observation of the 

culture and a willingness to engage in development of creative lessons that permit learners to 
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build new knowledge on knowledge they already have knowledge of their own culture’s objects 

and processes, can provide a significantly strengthened mathematics classroom environment and 

positively influence the national rate of success in learning mathematics. This recommendation is 

not only applicable in mathematics but in all subjects within the education system of Uganda. 

Teachers should have a simplistic understanding of their students’ identities and their own 

identities. In this case, what can the system do to help resolve such vital issues in a multicultural 

environment? I presume Ugandan educators can examine their own cultures to know who they 

are and why they are, especially in terms of how members of the culture struggle to make a 

living and secure their families. Then they can begin to understand the complexities within the 

multicultural country and how information in the current education system gets conceded and 

conflated into forms that are often foreign to the experiences of people in the local areas. Once 

policymakers examine their cultures and the realities of their nation, they will be in a better 

position to know their education system critically: what the education included and excluded; did 

the content reflect them or the people they identify with in terms of their history, culture, and its 

contributions to the world? These questions would prompt educators and curriculum planners to 

partake in developing educational materials from an inclusive stance and help ensure that the 

knowledge therein reflects all citizens’ experiences, needs and aspirations.  

 Understanding one’s own cultural identity will help teachers understand the learners’ 

ethnic identities, cultural practices, values and beliefs that can aid them in the development of 

culturally responsive pedagogies in a multicultural environment. This may seem to be an ideal 

strategy as long as the government of Uganda puts into consideration the student-to- teacher ratio 

in a classroom situation. Developing an open and inquisitive approach to learning and teaching 

will have local and foreign curricula elements taught simultaneously, thus encouraging learners 
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to develop their critical thinking and creativity in the different and differing landscapes where 

they are positioned. My current dissatisfaction is the lack of creativity, severance of learning 

from learning to live, and the production of debilitating stress among students in vocational 

education as out-moded products of the old classical and formal educational priorities that have 

contributed not only to colonial values but also to the lack of self-esteem, professionalism and 

identity among technically educated young people, and stress and insecurity in the landscapes of 

their world of work. I continue to wonder what future there is for access to quality education in 

the era of globalization and in this case who determines the quality in education. Finding 

meaning and finding success for VET students within the existing education structure continues 

to be a challenge, especially since the VET graduate feels power and without influence to affect 

or create change in society (Nabaggala, 2009, p.111). A call to open up new moral and cognitive 

spaces wherein constructive dialogue between people’s actual lives and knowledge systems is 

therefore made to further strengthen the relationship between schools, universities and 

communities of practice that are essential to both social justice and economic development. 

Jørgensen (et al 2008) recommends the content of education and training programs to be 

constructed, not only in relation to the current needs of the economic sector, but also in relation 

to the immediate needs of learners. Educators, policymakers, learners and the economic sector in 

general should encourage social interaction. Increased knowledge and better practice within 

Uganda’s different learning landscapes would be in the interest of all concerned and would have 

the potential to further support the link between learning in different learning environments. This 

would bring a new motivation towards learning, thus empowering learners to develop, evaluate 

alternative visions of a sustainable future and work to collectively fulfil these visions.  

Recognition of challenges within societies, having collective responsibility and constructive 
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partnership will help learners strengthen determination and show that human dignity is 

indivisible. The most critical challenge for Uganda today is developing a vocational curriculum 

that is inclusive—and has a requisite social status in relation to the general education system. 

Considering VET as an alternative venture for failures within the existing Eurocentric 

education system exposes a very real sense of ‘self-hate’ within Ugandans and Africans in 

general. This was a symptom developed during colonialism through considering African 

indigenous knowledge as savage, irrational and inferior and anything European to be cultured, 

rational and superior. Wane (2009) mentions of the continuous existence and implementation of 

colonial education that has detached us from our own local knowledge, from our own people and 

argues that this has greatly contributed to the failure of educational reforms in Africa. He 

therefore calls for a destruction of colonial education so people can reclaim their indigenous 

ways of learning.  

This demand raises questions about the interface between “traditionality” and the 

demands of the modern labour market. We cannot deny the fact that a relationship between the 

Eurocentric and indigenous approaches does exist. So as educators how should we understand 

Ugandans in relation to international and Eurocentric practices? Whether or not today’s 

vocational education pathways are made available to students, the structure still puts them in a 

position of always wanting new knowledge and blaming themselves for failing to thrive in 

general school education. Those who have successfully passed through the mainstream of the 

education structure reinforce the hegemony of the existing formal education system and misery 

and frustration of those following vocational educational paths.   To transfer the causes of failure 

from the system that was designed by the western culture to the subordinate class, acts as an 

indicator for social authority, unequal relations of power and, privilege that will always remain 
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hidden within society. It is therefore the responsibility of teachers to recognize and attempt to 

transform those undemocratic and oppressive features of hegemonic control that structure 

everyday inappropriate classroom situations. Change must happen, both in the local learning 

situation and nationally in terms of policy implementation. Change is constant in the work world. 

Responding to change in this era of globalisation means that the goals must be universal, at the 

same time inclusive of both local needs and useful foreign materials and procedures within the 

curriculum.  We should take into consideration the fact that the world may soon remove border 

restrictions and allow people to move from place to place according to the needs of the 

international labour market.  

 

Policy Implications 

Creating a relationship between development and education requires one to first understand the 

complexity and interrelationship of critical issues such as poverty, wasteful consumption, 

environmental degradation, urban decay, population growth, gender inequality, health, conflict 

and the violation of human rights. It is therefore imperative for education programs to be linked 

to such issues. With reference to Agenda 21 and the World Summit on Sustainable Development, 

education,  more than simply the marketing and dissemination of knowledge, should, at all 

levels, shape the world of tomorrow, equip individuals and societies with skills, perspectives, 

knowledge and values to live and work in a sustainable manner.  Furthermore, the Copenhagen 

Declaration (2002) states the objectives of the European Council and one of the strategic 

objectives is for the European Union to become the world’s most dynamic knowledge based 

economy where the development of high quality vocational education and training is a crucial 

and integral part of the strategy, notably in terms of promoting social inclusion, cohesion, 

mobility, employability and competitiveness. A question may arise as to how this is to be 
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achieved with the current economic crisis that has hit both the developed and developing 

countries. The latter, of course, mostly rely on donor funds to improve on their economic and 

social sectors. 

To a certain extent, literacy is being used as a hegemonic weapon in the cultural invasion 

of developing countries in Africa. I say this because knowledge based on wisdom derived from 

local traditions is technically silenced in both formal general education and especially in the 

vocational curriculum and teaching. Pedagogical emphasis is being placed on the compulsory 

teaching of science oriented subjects using foreign reading material (math, biology, physics, and 

chemistry) in order to achieve one of the set millennium development goals for countries within 

the British Commonwealth. In reality a country like Uganda is considered more of a raw 

material-producing rather than a processing/manufacturing country. This is due to its low levels 

of technological development. As the global economic powers dictate  what such a country 

should study, I anticipate that these dominant powers are strategically creating outlets for their 

products and ironically suppressing the productive local traditions, practices and well-tested 

wisdom that would have been used to further develop science and technology in such a country. 

For example, the use of a computer as a teaching tool when more than half of the Ugandan 

population cannot afford electricity or a computer in their homes. Secondly, the dominant powers 

have made Ugandans believe that computerization is a good move towards development for 

African countries, regardless of their position in technology and low Gross National Product 

(GNP). We are failing to critically question this negative ideology and forge a more effective and 

democratic way forward that will not solely benefit the dominant culture's interests.  There is a 

need to unmask those ideological properties which insinuate themselves within reality as their 

fundamental components. One of such ideological values holding things back is vocational 
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education as a dirty-hands low status activity in keeping with the savagery of pre-colonial life. 

As educators we need to encourage students to be critical and self-reflexive about 

existing ideas, values and worldviews of the dominant culture and also provide them with a 

conceptual framework to begin to analyze these values and ideas. We should use teaching and 

learning as a process of inquiry, of critique and also a process of constructing, of building a 

social imagination that works within the language of hope. Giroux's meaning of teaching 

(“language of possibility”) illuminates how a greater potential would exist for making learning 

relevant, critical, and transformative. In this case, relevant knowledge should always begin with 

the experiences students bring with them in class from their surrounding culture and be able to 

identify its contribution in identifying the problematic, and link it to social reform. Contributions 

from Jonathan Kozol (1936), Paulo Freire (1921-1997), John Dewey (1859-1952), and Michael 

Apple (1942) as critical educators further broaden our scope of understanding and reflexive 

interpretation of existing complexities and contradictions within our education system and way 

of living. Further initiative has been made by advocates of an African renaissance through their 

scholarly contributions that indigenous knowledge and formal education would comprehend each 

other, have got the potential to emerge through interaction and engagement when inspired by us 

who are educators in vocational fields. This is possible through policy formulation and 

implementation, community relations, pedagogy and various institutional enrolments. I believe 

knowledge and the experiences that we live through and can reflect upon, should not be 

understood as separate systems. Both are evolving from the same complex system. It is therefore 

imperative to note that when we fail to acknowledge “reality” and coerce students to follow the 

expectations and needs of other nations or geopolitical regions, we are definitely doing them a 

disservice. Of course, once educated they have to find work or make work in a world not of their 
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making, but we can equip them better by striving to engage them in an analytical and critical 

understanding of their working landscape. Without leading students understand their educational 

and work-related surroundings we cannot expect them to experience knowledge as a powerful 

conceptual and dynamic force within their landscape. 
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