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ABSTRACT 

This study investigated the mie of teachers in national development in Uganda. 

The thrust of the study was to establish through teachers' voices, expeziences, as the 

pnmery respondeats, tbeir pmfessionai identity in relation to their perceived and actual 

contribution to tbe d z a t i o n  of national development policies based on principles of 

social justice, cultural solidarity, relevance, democratic participation and environmental 

sustainability in Uganda. Ln doing so, the saidy wught to gain original understanding of 

the contemporary realities experienced or conceived by teachers, and explore how and 

why these reaiities could k uifluencing their contribution positively andor negatively to 

the reaüzation of Ugandats national development policies. 

Teachers in Ugandan secondary schools were provided spaces to voice their 

views through narratives. Views from teacher educaton and policy makers provided 

sup plementary information. Focus group interviews, in-depth interviews, participant 

observations, and documents anaiysis were metbods employed in the study. The obtained 

data were analyzed qualitatively and in relation to the theonticai framewoik that was 

infomed by the critical alternative paradigm and critical pedagogy, on one hand, and the 

lived reaiity in the Ugandan context. 

Fmdings mealed that the majority of the participants' views were predomiaantly 

slanted towards the modemization paradigm. Teachers pedagogicai inclinations were 

inimical to the tramformative critical pedagogy which would have enabled them to 

contribute more meaniogfully to prepare a generation of future citizens imbued with 

attitudes, values, beliefs and practices relevant and appropriate for building a more jus, 

equitable and humane society. The pnmary participants, who were teachers, attributed 

their deficiency in values of compassion for the poor to teacher education and the 

education system as a whole. During their socialization, they were exposed to values that 



were in contradiction with attitudes and practices onented to people-centered 

development 

In view of the findings of the study, fm this prolonged miseducation to be re- 

onented, a more criticai/transformative tacher education program and pedagogical 

orientations infomed by the PEACE paradigrn needs to be considered as a point of 

departwe. Only then will teachers begin to re-examine their practices and beliefs and 

attitudes they have held for so long; and that is when hope for a society based on 

pnnciples of p&cipetion, equality, appropriate and relevant skills, conscientazation, and 

environmental awareness will be valued and practiced for a sustainabte future. However, 

this, in itself is not adequate to remedy a systemic situation without other societal 

structures, which influence the education system, joining the struggle to achieve a boiistic 

transformation. The intetcomectedness ofall aspects of iife in society therefore needs to 

be appealed to so as to challenge the compartmentalization of society and the persuit of a 

disoriented development. 

In conclusion, the study posits that an authentic people-centred national 

development in Uganda needs a teacher who is a transfomative organic intellectual, 

whose preparation is basd on teacher education program that reflect values, beliefs, 

attitudes and practices that are consistent with the criticai alternative transfomative 

pedagogical strategies. Then a generation of future adults will be prepared by 

tninsformed teachers, school administrators and social economic and political structures 

that are pnsently absorbed with possessive individualism which bas impoverished and 

dispossessed the majonty population, and left the environment bdcmpt. The d e  of a 

teacher is crucial. Nevertbeless, the magnitude of the task of preparing citizens calls for 

concerteci efforts and genuine participation of rnernbers of society guided by principles of 

justice, equality and dignity of ail human beings. 
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CHAPTER 1 

INTRODUCTION 

1.1. Introduction 

Uganda is a mal1 landlocked country. formeriy colonized by Britain since 1894 
unti. 1962. The word Uganda is a Kiswahili term for the entire country. The country 
covers an area of %,Cl00 square miles (194,û44 square kilometers) and is intimately 
connected with Kenya and Tanzania as they are commoniy refemd to as the thne East 
African countries. Accorduig to the 1991 census, the population of Uganda had grown to 
16,671,705. Uganda's population is largely d, with almost 90 percent of the people 
residing in the country-side. The senlement patterns have been influenced both by ~tura l  
and man-made factors. Apart from "climate, vegetation, water supply, terrain, soi1 
feriility and disease agentsN the advent of agents of "civilization" and "development" set a 

precedent that explain the imbalances in the development process of the country, slantcd 
in favor of urban areas. Available statistics show that 113 per cent of the population is 
urban (Ministry of Fiance and Economic Pianning, 1992). 

The country was divided by colonialists into administrative regions and districts 
more or less dong tribal lines which are stiil embedded in the administrative stnictures. 
The district council s were "tribal" counciis w hose main exertions concerned matters 
affecting their respective cornmunities - an equivaient of the current trend of 
decentralization in the present giobalization era. The British Protectorate treated each unit 
of local government (the district) as if it was an independent entity (Kanigire. 1980; 

Sathyamurthy, 1986). The reluctance to nurture the growth of territorial or national 
organs d govemment and the promotion of parochial ones did not r e m  accidental on the 
part of the colonial administration (Kamgire, 1980). The colonial administration took 
official policy mesures which stified mechanisms that couid have fostered a territory- 
wide outlook. For instance, as early as 1898. a suggestion to establish a central council 
for Uganda was undermined by the protectorate government and a proposal from the 
rulers of Uganda's kingdoms and Busoga to ailow them to hold regular meetings was 
vetoed by the governor in 1925 (Ibingira, 1973). Burke (1964: 14) corroborates this 
view: 

The establishment of districts based wherever possible on tribal residence 
has contributed to a sease of district nationalism and separatism that in many 
cases did not exist prior to the arriva1 of the British. 

1 



Apart from this divisive administrative structure, separatism in Uganda was 
enhanced by the incorporation of the country into the dependent world political economy. 
The coming of cdonial d e  brought in its train of maninactured goods the hoe which was 
much cheaper tu p d c e  on a large sale in Britain. This &ove the local smith out of 
business by the new commodities which lwked "better" while Mihn values were 
declared "primitivew and "superstitïous" by missionaries. Contrary to the view that there 
was no meaningful interaction among the various tribal communities prior to the advent 

of the whites on the African continent to distribute their civilization, colonialism and its 
attendant Christian and commercial advenhmrs undermineci potentiai u-ng factors as 
Kamgire (1980) has acidly stated thus: 

... a Muganda did not need to travel to Bunyoro to purchase a hoe or the 
Munyoro to travel to Busoga to seII one - each one of these could get a 
"ktter" hoe at the local Indian shop and at a cheaper price too. Thus the 
primary stimulus which had brought several communities together in the 
put  were removed and this in turn pmmoted in tum the growth of ethnic 
and insular nationalism because for nearly sixty years no Uganda ethnic 
group needed its neighbor for anything. ... the consolidation of the 
protectorate really meant the coalescence of British rule and the 
dif'ferentiatiori or separation of the African communities. This differentiatioii 
was fundamental despite the fact that it looked subtler and sometirnes in 
imperceptible terrns (p. 1289). 

The population of Uganda also included Asians until 1972. Although they were a 
minority group numerically, the Asian community dominated the economic Life of 

Uganda before Amin decided to expel them in 1972. The expulsion of the Asians has 

been viewed as a racist-based and fascist solution to the Asian problem following the 
military coup of Idi Amin in 1971 (Mamdani,l976). However, the social relations in 

which the colonialists had placed the Asiaas and Africans cnated asymmetrical relations 
of exploitation slanted in favor of the Asians, a privileged group with much to defend, 
and whose interests were tied up with capital and the extension of capitalism rather than a 
category whose existence served merely the labot iieeds of Western capital (Wallerstein, 
1989; Allen and Thomas, 1992). This created an additional problem to national unity and 

integration in the social and ecommic sûucîures as is evident in attitudes and views such 
as those that were explicitly held by A sians üke Y ash Ghai ( 1%5): 

If the Afecan got l e s  wages than the Asian, if he had to live with the whole 
family in one rmm, if he had to walk miles or lift heavy weights, the Asian 
conscience was untroubled because the African was different, he was 
infenor; he was used to these things; he did not want and certainly would 
not know what to do with modem conveniences and gadgets. It was 
because now the sarne Mrican, who they think has low intelligence and no 
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experience, is in c o n t d  of govemment, that the Asian has tremendous 
problems of recoding himself to the new order. It is one thing to accept 
the rule of a superior race, indeed, one tries even to imitate them, but how 
humiliating to be bosseci amund by memben of an iderior race! (Yash Gbai 
in Ghai, 1%5, p.133, quoted in Bujra, 1992, p34e5). 

Racism and ethnicity continue to be instrumental to capitalism as social aitegories which 
are defmed and redefmed in the search for exploitable labor power and which undermines 
the solidatity of nationalism and civil commUIlj.ty, not only in Uganda but also in many 
Third World nations. To date, Uganda has not made any significant strides in 

consolidating her independence in terms of national unity and integration, economic, 
cultural and technoIogical advancement. As it bas been observed in the National 
Resistance Movement (NRM) Ten Point Rogram: 

A hundred years ago we controlled our own technological development. 
Now we are dependent on foreigners for the making of even safety or 
drawing pins. It is a sharne and unpardonable crime for African leaders to 
accept this situation (NRM Ten Point Rogram, No date. p. 23). 

The education industry bas been viewed as the answer to reverse this trend of 
development. But whether the structures that sustain such dependence in education and 

other sectors are receiving attention oriented to a holistic transformation remains 
questionable. The nature of the crisis and how best it should be tackled are challenges to 
national developrnent. 

One way to gain understanding of the educational development in a country Oce 

Uganda calls for scrutinizing the interconnections that exist within the nalities of the 

cumcuium, pedagogy, and organizationai structures of educational institutions and the 
influence of the wider context in the political, social and economic realm both at national 
and global levels. The question posed more than thirty years ago which is still as crucial 
as it was before states: 

m e n  over half the population is illiterate and the people clamour for 
education, when teachers are in &oit supply and inadequately tiained, when 
govemment and industry demand trained recniits, when unemployment is 
widespread and increasing, when the nation is poor-what policy should the 
govemment pursue? (Govenunent of Uganda. 1963). 

This portrays the post-colonial scenario regarding the needs of the country and the 
envisageci d e  education should play in genetating the necessary human capital to fulfill 
the promised dreams of modernization developrnent. The generation of manpower for the 
newly independent nation to replace expatriates was viewed as a means of consolidating 
national independence - a task the education system was expected to fulfi (Obote, 1969). 



This was one of the reasons that the colonial systern of education was expanded, not 
tninsfonned - to produce the needed poficy makers and implementon. 

1.2. Modernizatian and undetdevelopment 

Over the past 500 y e n ,  the metaphor of development as applied to societies, 
nations and the global context has been dominated by particular ideological orientations 
initially r00ted in the emergence of capitaiim and the colonial enterprise. The industrial 
mode of production, among many forms of social life, became the definition of the 
terminal stage of a unilinear way of social evolution. This form of development has 
generated the prevailing social polarîzation between and within countries. As Esteva 
( 1993) noted: 

The campaign to tum traditional man into modem has failed. The old ways 
have been mashed, the new ways are not viable. People are caught up in 
the deadlock of development: the peasant who is dependent on buying 
seeds, yet finds no cash to do so; the mother who benefits neither from the 
care of her fellow women in the community nor from the assistance of a 
hospital; the clerk who had made it in the City, but is now laid off as a result 
of cost-cutting measures. They are al1 like refugees whom have k e n  
rejected and have no place to go. Shunned by the 'advanced' sector and cut 
off from the old ways, they are expatriates in their owa country, they are 
forced to get by in the no-man's-land between tradition and modemity. 
(p.3) 

The word development irnplies a favorable change, a step from the simple to the 

cornplex, from the infmbr to the superh, from worse to &mer. In the post-colonial 

era, international, national and local forces and structures continued to participate in and 
endone the dominant modernization paradigm in aii aspects of development. In practice, 
modernization was the brain child of westernization. This paradigm msted on theories of 
people like Walt Rostow, who envisaged a gradua1 transition of Third Worid nations 
from tradition to modemity. It considered the development achieved by industrialized 
countries as ideal for South nations to emulate (Esteva, 1993; Foubert, 1982; 

AUahar, 1% M d ,  1978). 

Uganda's chenshed desire is ta build an integrated self-sustainhg economy. 
However, that requires progressive income redistribution and internally-oriented 
domestic nsources, a shift from the colonial pattern of production of goods not 
consumed by Ugandans and the consumption of foreign goods. This Western mode1 of 
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development has continued to dominate the nation's economic, political and social 
structures. Surprisingly, the Af'rican peasant cultivator's, in their skepticism, attempted to 
resist producing for the world market when Cotton was introduced in Uganh This was 
interpreted as "laziness" and "indolence" by colonial administrators and planters who 
took it for granted that production for the world market was more rational than 
production fot direct use and appropriation by the producer. The pessants did not see 
any reason why they should be forcefully diverted, with beatings and intimidation from 

the chiefs that were hired mercenaries and paid a commission by the colonialists. into 
growing cotton - a product which the peasant knew very weii could not be eaten. A 
similar position was taken in Tamania where peasants devised al1 sorts of tricks to 
sabotage colonial efforts to produce raw materials for export. People Learnt a long time 

ago to boa cotton seeds to ensure they dont germinate as one of the tools of the weak to 

struggle and resist domination and exploitation (Mapolu, LW). As if that was not 
enough exploitation, the chiefs followed the same peasant and took the money tbat was 

paid to the peasant as rent and taxes. The colonial regime not only took the conon, but at 
the sarne t h e ,  the money it claimed to pay the peasant in fom of taxes since the Iittie that 
remained went to the Indian shop to replace the old imported Chillington hoe for 

cultivating more cotton for export. 

Contrary to common rhetonc that colonialism was a ndemption to .4fricaa pre- 
colonial primitive society, Jorgensen (1!B1: 630) noted that: 

... the new order brought negligible benefits to the average peasant between 
1û93 and 1922, beyond a few yards of importeci cloth, an occasional 
blanket and the iron hoe. The sharp decrease in population that 
accompanied Uganda's integration into the capitalist world system was the 
most darnning evidence of the cost of establishing the new order. Only 
through substantial use of force and coercion had the British administrators 
and collaborative chiefs attained political hegemony, established cotton 
production and expanded the transportation network. 

In a confidentid briefmg to Empean colonial of'ficials, Governor Mitchell after whom 
one of the Halls of residence of Makerere University in Uganda was named, descnbed 
the real state of affain as a consequence of meticulously executed impoverishment, 
exploitation and the subseqnent prolitarianization of the peasants of East Afnca in 1939 

after almost 40 years of 'colonial civiiizatïon' and 'modemization1 thus: 
If, resolutely shutting our minds to the effects of habit or the perhaps 
lingering romance of the primitive and picturesque, we look at modern 
East Afiica as it re!aUy is, the picture! is disturbing. Poverty is widespread 
and the people suffer from a great nurnber of diseases, and generally from 
malnutrition as well. ... Employment for wages often means worse 



housing and food, while the wages themselves are low ... Education is still 
rudunentary and haCient except for the favored few, ... there is a terribl y 
long way to go and in the meanthe less than 5 per cent of the population 
attain the standard which is compulrory for every chiid in the United 
kingdom (Quoted in Brett, 1973: 99) [emphis mine]. 

This condition, a direct consequeme of the st i l l  continuhg conquest of the poor in the 

name of globalization but whicb is achially dispossession of the masses on a world scale 
in the furtherance of the world system market ewnomy, is said to have worsened further 
for the Ugandan peasant during Wodd War II (Jorgensen, 1981). In his very combative 
language, Frank (1969 9) declares: 

Underdevelopment is not due to the s u ~ v a l  of archaic institutions and the 
existence of capital shortage in regions that have remained isolated from the 
main stream of world history. On the coatrary, underdevelopment was and 
still is generated by the very historical process which aiso generated 
economic development: the development of capitaiism itself. 

Worth noting is the undemocratic colonial legacy that was unrernittingly adapted by the 

colonial successors and has continued to characterize the rnethod of work by most post- 
colonial regimes in the rehabilitation and reconstruction - not transformation of the 

colonial structures that sustain disguised slavery and slave trade of the peasantry who 
produce the raw materials for export in the name of specialization and comparative 
advantage (Chango Machyo, 1995; Chomsky, 1993: 3). As Rodney (1972) noted, a 
country's wealth cornes not from taxes but from production - the people's soils and their 
labor which produce vast wealth. Yet, the majority of these peoples' children, al1 of 
various ages, continue to receive inferior or inappropriate and irrelevant education that 
leaves them frustratecl, dehumanized and upmoted from their communïties. After such 
education, they are considered as misfits both in the modem and traditional society, 
where they only leam to provide cheap, poorly remunerated labor at an early age and to 

blame themselves for theu failure. 
The central aim of the independent nation of Uganda's development policy was 

stated in the Fint Five-Year Plan (1%2) as "to achieve the maximum possible increase in 
the prosperity and weIfare of the people of Uganda and to provide equitable distribution 
of the wealth of the nation so as to ensure social and economic justice." In the Second 
Five-Year plan (1966), it was similady stated that: 

i) Overall economic growth is not by itseif an adequate objective. There 
must also k an equitabie distribution of wedth and of services such as 
medical treatment, and there must be equality of oppominity , speciall y 
of educational oppominity. 

ii) Tbe Second Five-Year Plan itself has therefore three main goals:- 
6 



a) Increased production and wealth 
b) Diversification of production 
c) Social and Ecouomic Justice (Quoted in Gingyera-Pinc ycwa, 1978, 

p39-40). 
In as much as there were achievements registered by this regime, through the 

constniction of some hospitais in various parts of the country and tnmsportation to carry 
produca fmm diverse parts of the country's hinterland, they oniy seemed to intensify 
pre-independence British welfansm and to reinforce and insulate capitaüst mademization 
development, The legacy of the British imperid presence in Uganda, the general 
conservative nature of the country (especiaiiy Buganda as a centrai and most influentid 
region) and religious influence contributed to undennine any possibiiities of pursuing 
other alternative strategies of development that would have tmnsformed the structures 

already entreached in the pre-independence period (Gingyera-Pinycwa, 1978). Wbat 

Baran (1957) discovered in the early '50s still is of relevant instruction to Third World 
nations Like Uganda: 

The forces that have molded the fate of the backward world still exercise a 
powerful impact on the conditions prevailing at the present time. Their 
fonns have changed, their intensities are different today; their origin and 
direction have remained undtered (p. 163). 

Uganda has continued to be guided by the colonial pattern of externally oriented 
development planning, based on the extemal demands for raw materials on the world 
market (claiming that it is comparative advantage) and the domestic demands of the urban 

eiites. The political and administrative cadres of past and present regimes continue to be 
part of the problem as elements in the structure of the "infrastructure of dependenceW. 
rather than instruments of progressive social change (Jorgensen, 1% 1 : 2 14). Himbara 
and Sultan (1995: 90) have noted the worsening depndency of the Ugandan state and its 
tendency towards recolonization bat: 

... the Ugandan case is not just the reliame on donor funds but their 
administration as well. Given the extent of decline, and even the total 
disintegration of some elements of the Ugandan state apparatus, donor 
agencies became involved in what remained of the national administrative 
regime (Lateef 1992: 39). In the process, donor control has extended over 
the fuil range of policy making mechanisms, fcasibility research, pmject 
implementation, and management of key elements of the Ugandan state 
apparatus. As acknowledged by the Ministry of Finance and Econornic 
Development (Republic of Uganda, 1992,1992a), most of the rebabilitation 
and developmental works are essentially planned and administered by donor 
expatxiates. Interestingly enough, even the role of soliciting aid is no longer 
the responsibility of the Ugandan state. The World Bank appears to have 
taken over this role, ... One wonders what the role of the Ugandan 
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govenunent is in a11 this, after delegating even the minimum role of 
soliciting fund donations to the donon themselves (p.90). 

International Enancial Institutions (IHs) work hand in hand with rulers and elites in the 
periphery in drainhg the poor countries through capital flights (George, 1987). 

Normdy the amtngement is such that the bis  are settled by the unfortunate masses on 
whom history bas played a real dirty trick. The IMF and the World Bank ensure the 
legitimation and the acceptame of public nspoasibility for the debts however privately 
incurred or however fraudulently diverted. The debts are normaily nationalized. The 
second strategy after nationalizhg such private debts, in h e  with prevailing monetarist 
principles, is to de-nationalize the economies themselves (Hoogvelt, IWO). This 
developmental, bureaucratie state is one of the real causes of Third Wodd poverty and 

underdevelopment As Chomsky (1993) has pointed out, 

... the South h a  been assigned a service role: to provide resources, cheap 
labor, markets, opportuniries for investment and export of pollution. . . . 
Accordingly, the primary thmat to U.S. intensts is depicteci in high-level 
planning documents as "radical and nationalistic regimes" that are 
responsive to popular pressures for immediate improvement in the low 
living standards of the masses" and for diversification of their economies, 
tendencies that conflict with the need to protect U.S. control of raw 
materials and "a political and economic climate conducive to private 
investment" (NSC 5432/1, 1954) [emphasis added] (p.3). 

It is this capiiaüst insatiable greed for profit accumulation that has left the environment 
bankrupt as Third World poor people get more entrenched in debts that force them to 
deplete the environment for sheer survivai. When they find themselves between two 
equally dangernus options - suicide and suicide, both the environment and the people 
suffer, not that they are per se illiterate about CO-enisting harmoniously with the 

environment as evidenced by the stniggles of indigenous people to save the environment 
(Hickling-Hudson, 1994: Fien, I W ,  Teh, l m ,  Shoumatoff, 1990). 

In agriculture, for example, foreign aid has k e n  used to promote 'technical 
change' (such as the Green Revohtion), but most donors, and certainly the large ones, 
have been unwüling to actively encourage land reforms in countries when the need is 
obvious (as in the Philippines) or even to assist the implemeotation of reforms in 
countries where they were inîroduced (Etbiopia. Nicaragua, Mozambique). This has left 
the majority hungry after the Green Revolution made them landless (Gnffin, 1991; 

George, 1978; Payer, 1982, Gran, 1986; MacEwan, 1971; Amin, 1991). 



1.3. Educational trends in pst-indepeudence era 

Uganda has ken,  and stili is, focushg on education as an imperative engine to 
drive development b d  on the modernization patadigm of the industrialized countries. 
Since 1%2, when Uganda attained her political independence from Bntain, colonial 
education was upheld and efforts were made to expand it as a means of improving the 

standard of living of the people. This was approached by diffusing the necessary 
knowledge, values. skiils towards the accumulation of the badly needed expertise that 
would generate the lacking "human capitalw for economic gmwth and iadustrialization. 
According to the dominant modernization paradip. education would lead to 
unprecedented economic growth and national development (Watson, 1988; Simons, 
1980; Lulat, lm; Coornbs, 1- Shultz, 1%1). 

Viewing education as a panacea to poütical, economic, cultural, social, and 

population problems facing the country, political leaders expanded the formai educational 
system to meet the increased social. political and economic demands and expectations of 

the independent country (Bacchus, 1981; Jorgensen, 1981). The pressure for more 
education increased following the UNESCO conferences of Addis Ababa, Karachi, and 

Santiago which declared that education is a human right (UNESCO. 1%1). It is also 
evident in the Jomtien coderence on education for al1 how faith in education was still 
held to enhance the living conditions of the majority people in the world. Benefits 
envisaged as returns on investment in education were: increased education would 
facilitate a decline in population gmwth; it would eliminate "scientific indifference" 
idmical to the diffusion of modem attitudes necessary for development; and it would lead 
to p a t e r  equality of opponinity, political participation and national unity Ooh, 1981; 
Bacchus, 1581 ; Watson, lm). Au these acted as an inspiration to politicians to expand 
education quantitatively in order to increase access. In "serious discussions of the nature 
of colonial education, educated Af'cans took the lead in insisting that the metropditan 
mode1 be retainedn (Cowan, 1965). But dissent kgan to k voiced against the simple 
notion that a mere inciease in educationai provision would catapult these nations onto the 
Rostowian "take on" trajectory (Lulat, 1982). Rostow (1- in his Stages of Economic 
Growth c1assif5ed five unilinear stages that a 'backward' saciety must pass through in 
order to gain economic p w t h ,  namely. the traditional society stage; the preconditioas 
for take off; the take off stage; the drive to rnaninty; and the age of high mass 
consumption. 
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To service the expanding educational systems, South nations such as Uganda 
clearly had to prepare more teachers who were and stiii are deemed the main agent to 

àiiuse "modemUationn. However, the quality of the teaching profession Pince then has 
been and s a  is one of the major issues and probIems that face the educational poticy 
makea. Thus during the 1970~~ in many r u d  places, class sizes grew to grotesque 
proportions, often with a poody eained teacher m g  to keep order, with few if any 
textbooks or o t k  essential supplies and equipment to boost the teachefs productivity 
(Coombs, lm. The questions conceming devance, quality and justification for the 

C U ~ C U L U ~  prograrns, and the products of educational institutions of which teacher 
education is a major and instrumental component have remained unresolved (Bacchus, 
1975; Jorgensen, 1981). 

As early as the 19ak, the education Africa practiced was aiready criticized as 
being unpractical; "tm bookish and too little adapted to African needs and tasks", and 

&cial with no proper connection to the intellechial and emotional lives of Afncans. In 
sum, it was such a "motless education" that demotivated and in-equipped school-leaven 
for self-employmeat in villages because of its closely tied nature to the supply of 
administrators and white-collar worken (Saunders and Vullaimy, 1983: Nyerere, 1970). 

Evidence indicated that the education sector had not only failed to resolve but had 

exacerbated such problems as unemployrnent among school leavers, rural-to-urban 
migration of youth, lagging agricultural development, and the ever widening gap betsveen 
wban elites and the Ntal masses (Ldat, 1982; Dore,1976), 

Education in Uganda is associated with the efforts of mainly Christian 

missiooaries. This education was mainly available to a s m d  elite group while the masses 

Iargely remained illiterate. From 1925, govemment started exercising control over 
education by establishing a Directorate of Education. After independence, the guidelines 
for educational development were provided by the Cade Commission in 1963 which up 
to the present day stiu guide Uganda's education system (Govemment White Paper, 
1992). After independence, Uganda's development strategy remained guided by the 
modernkation paradigm as its ideological and philosophical orientation since the British 
Protectoratte em. What this meant in tems of social economic development, as Gingyera- 

Pinycwa (1978) put it, was that: 

the country's perspective on development was geared rnaidy toward either 
higher or more ambitiow tmgets, on the one hand, or r e f m  toward 
eficiew, on the other, noue of which affected the pneral direction or 
characteiof social economic change and development. In other words, ... 





collapse of the majority of programs underway. According to Himbara and Sultan 

(1995): 

Financial dependency is compounded by the inabiity of domestic education 
institutions to create badly needed expertise. Ln a country of about 16 
million people, the number of undergraduate students completing their 
degrees at Malceme University fmm such critical fields as Statistics and 
Applied Economics averaged oniy about 46 per year between 1- and 
1991. Even for student enrollment at Masters level, the role of donor 
agencies was criticai. In the case of Statistics anci Applied Economics, the 
Ugandan govemment, as usud, designated a donor agency to provide 
funds: 'a project proposal for a further three intakes of students (1993- 
1995) has been submitted to UNDP for fundiog' (Republic of Uganda, 
1992: 251). This means not oniy that the increasing demands (at a time of 
major restructuring effort) for technicai expertise cannot be met 
domestically, but also the enhancement of technical capacity c m  only be 
realized if international aid is directly involved. We are once again facing 
the near total recolonisation by the intemational forces we have alluded to 
earlier (p.91). 

This scenario also extends to teacher education prograrns. Most of the projects and 

programs in progress in the education sector remain aid-driven not ody in finance but 
personnel. For instance, the Teacher Development Management Roject System CDMS) 
funded by USAlD and the Uganâa govemment, and the In-Service Secondary Teacher 
Education Project (INSSTEP) for "improving Secondary Education through better 

resources and teacher education" is funded by the ûverseas Development Agency (ODA) 
and the Ministry of Education and Sports. 

The basic structure of formal education in Uganda consists of four levels, namely: 

Rimary, Lower Secondary ('O level), Upper Secondary ('A'level) and University. The 
four levels form a single track structure of 7+4 + 2 + 3 to 5 years, with minor variations 
in length of particular courses after primary education. The contribution of teachers in 
national integration and development in Uganda with particuiar interest in the role of 
teacher education was the focus of this study. The study attempted to undentand the 

nature, realities and problems facing the contribution of the teaching profession to the 

realization of Uganda's national development policy. 

The Ugandan government recagnizes the following developmental d e s  of the 

teacher in leadership and service: (i) sWully impariing to the leamers laiowledge to help 

them develop both the desire and ability to leam; (5) encouraging the development of the 
student's individuai penonality and @mg him or her in the formation of positive and 
acceptable social values; (iii) promoting the spirit of collective nsponsibility in the school 
and in the teaching profession; and (iv) bridging the gap between educational institutions 
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and the community to eosure fruitfui interaction between the two and p p e r  fulfillment of 

the functions of the schools'lcolleges' obligations to the community. As the Education 

Policy Review Commission (EPRC, 1992) stated, 'no education system can be better 
than the quality of its teachers, nor can a country be better than the quality of its 
education." ( p . ~ i ) .  

Yet, with tbis laudable statement, the conditions under which teachers work in 
Ugamla have s t d y  deteriorated undermining their morale, esteem, prestige and status 

as d e  models in the community. In-senrice education is minimal; teachers' salaries have 
became meaningless in te- of meeting basic s u ~ v a l  needs; classro~ms have very hi& 
teacher-pupil ratios; and teachers have k e n  fmstrated by the absence of promotional 
ladders. Al1 these aspects of the working conditions of teachers have &ected the quality 

of education. The concept of quality in recent literature on education and development 
bas k e n  dominated by economists who confine their discussion solely to that which is 
measurable by over-stressing the signifiicance of achievement grades. The literature in 
most cases attempts to correlate these grades equally with measurable inputs such as size 
of class, expenditure on libraries or on school buildings or on tacher training rather than 

its relevance and practical utility to the majority poor people in tems of solving social, 

economic, and cultural pmblems (Dore, 1976). 

The imbalance in the distribution of social arnenities, incomes and opportunities 
between rural and urban areas and othet regional inequalities has also discouraged 
qualifiecl pduate teachers fmm serving in rural areas. Because of poor remuneration, a 
good number of teachers bave left teaching for politics, administration and other Y gher- 
paying jobs; and some have left Uganda for other countries as part of the brain drain. 
This has kept many schools sustained by unqualified teachers. Common in Uganda as a 
source of entra income is private teaching (coaching) and even extended f e i l y  support, 
contrary to what is nomally claimed that the extended family is a burden on such civil 

servants. Parents have tried to supplement govemment paid salaries with some funds 
generated through self-help I self-reliance initiatives by Teachers Parents Associations 
(PTAs). But their contribution is inadquate especiaüy in nual areas and elsewhere 
where the studeats who attend the school are children of the poor masses. Claims are 
even made that some teachers withhold information in class so as to mate a need for 
studeats to approach them for private coaching. All these have Sected the health of 
teaching and the teaching profession. As a consequence, most teachers are a dispirited 
force who feel neglected, enjoying the least respect in society, without incentive or 



opportunity to leam anymore than they took in at the start. The situation was aggravated 
by the economic decline during the military nile in the 1970s and the subsequent civil 

wars in the fint half of the 80s which left the country's infrastructure and other vital 
institutions ravaged. giving way to comption, violation of human rights, and structural 

violence. 

Gmtaert, (1994) a Senior Economist at the World Bank, has argued that the 
focus on African governent expcnditure presented in many assessments of the impact of 
structural adjustment on the social sector are misplaced He uses a case study of Cote 

d'Ivoire to show that d u ~ g  a period of structurai change, the poorest segments of the 

population suffered a sigoüicant deterioration in access to education and educationai 
achievement. Yet, countrywide, indicators were stable or declined only slightly, and 
government expenditure indicators evea showed an upward trend. Gmtaert concludes 

that reliance on govemment expenditun indicators lead to wrong policy conclusions, 
failure to recognize the needed reorientation of govemment expenditure by retargeting 
education and other social services towards the poorest. Whereas Uganda is hailed as 

the show-case of IMF and World Bank as a successful story for structural adjustment 
policies, the plight of the poor majority is lamentable. The social services of the poor in 
ternis of educatioa and health srnices have suffered budget cuts undemocratically leaving 
their schools least attractive to trained teachers, and only filled with rnalnourished 
children. 

My interest in investigating the field of the teaching profession, therefore, partiy 
arises from a recognition of the teacher's rde as the primary agent of the school system. 
It also stems from the direct involvement 1 have had sincc the age of s u  when I started 
interacting with formdy trained teachers in school as a pupil; in my undergraduate and 
graduate training as a student teacher and teacher educator respectively; and my current 
position as a facdty member of the School of &cation at the University of Makerere. 
During the tirne 1 was a high school student in 1975-&0, we weie encouraged to view 
ourselves as individuals who came alone. Our common motto was "Every one for 
himself and God for us ail." The school authorities thnved on intimidating students fmn 
acting collectively through reward and punishment e-g., corpord punishment, 
suspensions, expulsions, and manual labor. It was common to remind the student that 
"you came alone and you will go alonew. This was setthg a precedent in our socialization 
for individuaiism, selfishness, contradicting values of struggliag together, collectively for 
the comrnon g d .  



When 1 staited teaching in 1985,I experienced issues related to the relevance of 
education, paradigrnatic and pedagogicai orientations, school organization and its 
relations with the wider community. The cornmunity was and is still mainly recognized 
as a hinterland for students who fd the school. Only when a student had a problem at 
school did a parent come to vint the schod or PïA meetings which parents associated 
with more demanàs for extra money. 1 do not think that the school was f d y  integrated 
with the community. in regard to my teaching role, the Head of Department gave me a 
syllabus and showed me what she expected me to teach, how to teach it and particularly 
how to prepare students for fmal examinations. She stressed "coaching" or "drillingn 
students, as it is popularly known, for fuial competitive examinations. The Limited 
number of places at the University made the situation worse because of the examination 
prrssure that was mentocraticaüy intense and very selective. 

The cooperative leaming spirit that could have beea numired to pmmote ULLity and 
communalism rather than individualism among the students appeared to be in discord 
with wbat was practiced in the school. 1 can now realize that the cumculum content was 

a given set of factual knowledge that I was asked to transmit to the students in the way I 
had passed through it. 1 have also come to realize the kind of influence my former 
teachers had on my professional development as a teacher particularly those who had 

impressed me. For instance, we studied European history without relating it to the 
African sening and 1 think 1 did the same in most of rny teaching when 1 becarne a 

teacher. Though inwardly I questioned its devance, 1 was not able to go beyand 

feeling uncomfortabIe to being critical because it was totally divorced from my training 
background. My students looked at me eager to wnte everything 1 said as if 1 was a 
fountain of "tnith'' - the same way we used to do, even at univenity. It was further 
aggravated by the scarcity of testbooks and the competitive examinations at al1 levels. 

The desire and will among the teachers to struggle for a democratic and just 

society was undermined through pitting teachers against one another. Hence, the 

administration encouraged teachers and students to inform against each other. 
Discussions that would have pmmoted a spirit of democracy had they been allowed 
spaces were viewed with disdain by the administration as instigating trouble, 
disobedience, and bringing "politics" or "tribalism" into the school setting. Hence, these 
issues and problems facing the role of teachers in Uganda motivated my intenst in 
pursuing this study on the realities, issues and problems facing the teaching profession as 
they are called upon to contribute to national integration and developrnent in Uganda. 



1.4. Criticai pedagogy for hop and transformation 

This is a pedagogy with feahnes of conscientization which deals with the 

pedagogical means that are appropriate in working towards praxis in the critical 
paradigrn. The piimary aim is to liberate the conscience of the domesticated and 
dominated. Through exchangiag ideas, it would make students active participants by 

discussing common problems in their & . y  üfe rather than using materials removed from 
the leamers' setting. Cnticai pedagogy increases political awareness and literacy at the 
grassroots level by helping the people rpalize the mots of their marghalization as human- 
made but not predestined on the day of creation. in doing so, it would foster an objective 
understanding of how globd structurai inequalities and extemal interventions in the name 
of profit or national intemsts are intimately linked to intemal systems of class injustices 
and violence. Cntical pedagogy would facili tate the raising of consciousness and 

commitment of leamers to exercise theit democratic rights to express solidarity with the 

poor and oppressed consistent with participatory, equitable, appropriate, conscientizing 
and ecologidy oriented development in a poor nation like Uganda (Freire, 1970; 1%; 

Apple; 1995; Gironx; 1986). 

Critical pedagogy is most interested in emancipatory knowledge which attempts to 

reconcile and transcend the opposition between technical and practicd knowledge. 
Emancipatory knowledge helps to understand how social relationships are distorted and 

manipulated by redations of power and privilege. It also a h s  at creating the conditions 
under which irrationdity, domination, and oppression can be overcome and transformed 
through deliberative and collective action. in sum, it seeks to create a foundation for 
social justice, equality , and empowennent (Gimux, 1994). Critical pedagogy does not 
take a curriculam for gianted. h m  a perspective of critical educational theorists, the 
curriculum is more than a program of study, a classroom text, or a course syllabus. 
Rather it represents the introduction to a panicular fom of We; it serves in part to prepare 
students for dominant or subordinate positions in the existing society. The cumculum 
(both formal and the hidden) therefore needs to be problematized since it favon certain 
forms of knowledge with linle regard for others, often disaiminatorily on the basis of 
elitist, gender, and indigenous cuihtral knowledge. in general, critical pedagogy focuses 
on descriptions, discussions, and representations in textbooks, cumculum materials, 
course content, and social relations embodied in the classroom practices which benefit 
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dominant groups and exclude subordinate ones and their connectedness to the whole 
process of development (McLaren, 1989; Fieire, 1970; Shor, 1!3û6). 

1.5. Stateannt of the research probkm 

At onicial and public levels, there are concerns that education produces graduates 
at all levels, who are "dysfuctionaln in the Ugandan seaing and are unable to contribute 
to national development Commissions have been set on several occasions since 
independence and have produced policies geared towaids the reform of education in 
order to make it relevant. Yet, according to the assessrnent of these official bodies, the 

products continue to be "rnisfits" in the political, social, cultural, and economic milieu 
they are supposed to operate. They, as a consequence, fd to contribute to national 
development. Whether the fault lies in setting national goals wrongly andor the formation 
of teachers' attitudes, skills and values has rernained enigmatic and problematic. 

According to the Education Policy Commission Report (1992), teacher 
education in Uganda should be guided by the foiiowing principles and strategies: (i) to 
broaden and deepen the trainee's academic kwwledge of the teaching subjects; (ii) to 
produce comptent, reliable, honest and responsible teachers; (iii) to produce highly 
motivated, conscientious and efficient teachers; (iv) to develop and deepen attitudes 
conducive to development, respect for work, loyalty, self-reliance and to cultivate a 

desire for We-long education; (v) to instill professionai ethics and develop an inquiring 
mind for innovative education; (vi) to cultivate a sense of national consciousness, 
patriotism and allegiance to the professional code of conduct; (vii) to prepare teachers for 
CO-cinncular activities as well as for guidance and counseling as part of their duties; and 

((iii) to prepare teachers adequately for efficiency in educational administration, 
management, evaluation and measunment. Furthemore, the educational development 
policy of the present (NRM) governent in Uganda is oriented to a fundamental 
transformation that would lead to genuine independence and sustained development on 
the basis of self-reliance. 

These official concems regarding the teaching profession anâ associated teacher 
education programs, as well as earlier discussed conceptual parameters of teacbing, lent 
significance and urgency to a research study which would illuminate the present and 
potential role of teachers in national development. What and how is the teaching 
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profession contributing to the realization of national development policies based on 
principles of social justice, cultural relevance, democratic participation and environmental 
sustainability? This study kgaa  by giving narrative spaces for a sample of high school 

teachers ta voice tbeir understanding of their professimal realities. It then encouraged the 

teachen to relate these understandings to alternative theorking and ptactice for teaching 
that couid empower both students and teachers to positively contribute to national 
development consistent with principles of social justice, economic relevance and 
sustainability. In sum, based on the reflections of a sample of teachen . school 
administrators, and policy maLers in Ugandan higher senior secondary schools, this 
study sought to iinderstaad the contemprary redities experieneed or 

conceived by teachen amd exploreà how and why these realities d g h t  be 
conbibiting, positive@ andlor negatively to the reaüzatioa of Uganda's 
national development policies. Although the primary respondents in this study 
were teachers themselves, it was deemed reIevant to also Men to school administrators 
and other policy-makers to obtain complementary and interrelated data. Specifcaily, the 
study was guided by the foliowing themes: (i) teachers' professional identity; (ii) life in 
schools; (iü) school and comunity; (iv) and education and developrnent. 

1.6. Signifiieonce of the stidy 

This study sought to gain original insights into the values, attitudes, beliefs and 
practices of teachers in terms of their paradigrnatic orientations in the context of 
appropriate national development of Uganda It aimeci at iliuminating possibilities for 
teachen, policy makers and implementors of education programs to reconsider the 

realities confroating the teachuig profession, and the implications of those realities for 
national development. This study arose f m  a recognition that the teaching profession is 
a key ta any refomi of the education system and improvement in the quality of education 
the scbools provide. The adequacy of educational provision, bath in quaiity and 
quantity, is inextricabiy related to the adequacy in the quality and quantity of teacbers. 

So far , no study of this kind bas been done on teaching and teacher education at a 
micro level in Uganda. The stuciy should. thetefore, be more than timely. It should be a 
useful contn'bution in explaining the nature of the knowledge, worldviews and the ethos 

that inforni the teaching profession, and how this knowledge is tniasmitted/dissemioated 



to the students in the schools. The fmdings of this study should help policy makers and 
irnplementm of prograrns in education, especiaily the corollary field of tacher education 
to gain insights into w hy education nsponds the way it cunently does to the needs of 
society, and possibiiities for transformation. A more critically oriented teaching 
profession, in conjunction with other educationai. pditical and economic refomis, is 
considerd to k a prerc~uisite to create a more democratic, sustainable and just society. 

1.7. Organization of the thesis 

The thesis is organized in eight chapters. In chapter one. the thesis of the study is 
introduced. It sets the background to the problem and content in which the issues that 
give nse to the study emerge. Chapter two explores the conceptual framework that 

guides the investigation. As signposts to the study, the related literature is critically 
reviewed with the purpose of identifying the gaps to be faed or caveats that need 

~ I ~ c a t i o n  and shedding more iight. The third chapter focuses on the methodology the 
study employed. It presents a justifcation of the qualitative methodology as the most 

appropnate for investigating the problem. 
The foUowing four chapters present thematicaily the details of the findings in the 

study. Each chapter on fmàings constitutes a pertinent theme which in itself is further 
structureci in sub-themes. Chapter four focuses on teachers professional identity . Voices 
of teachers are provided spaces in nanative fom. In chapter five, Me in schools as sites 
for democratic interaction through learning and teaching is explored. The sixth chapter 
explores school cornmunity relatioaship. In chapter seven the concept of development is 
explored. Then lady, chapter eight is a summary of the fmdings and conclusions of the 
study. 



CHAPTER 2 

CONCEPTUAL AND THEORETICAL FRAMEWORK 

2.1. Introduction 

AU teachers in any society work within specifc social. economic, political and 

cultural contexts. Teachen have aiso received professional socialization through their 
preparation or training in colleges or facdties of education, imbibiig certain paradigrnatic 
orientations which, over the yean, have infiuenced their professional output and 

development. It will be useful therefore to review the wider societai context of teaching 

in a South nation like Uganda, including both intemal and extemal forces and/or 
worldviews that influence the teacher's role in national development within the prevaiüng 
international order. The theoretical insights that have emerged in the discoune on 
paradigms ofteacher education will also be vaiuable in understanding the reaiities of the 

teaching profession in Uganda and the posn'bilities for transfomation. 

Third Worid nations have retied on formal education ever since they gained their 
political independence with the aim of ushg it as an engine for development. The 
teaching profession inevitably has been instrumentai, as the provider of the primary 
agents, in this development endeavor. The indusûialited nations were used as the mode1 

for the chenshed development with the assumption h t  the development path they trailed 
was invariably ideal for the rest of the world to emulate. This unilinear imitation has 

brought out numerous concerns in the education system in Third Woild nations which 
have had fat reaching implications for people-centered development. The variation 
between the South and North societies seems to fa11 in the degree of their magnitude 

rather than in world views or paradigrnatic orientations. The similarities are accounted 
for by the dominant international order that is capitalist-drïven in nature which engages 
both North and South societies in one world history, manifestly nlated to social, 
political, culturai and economic patterns in present day realities. The capitalist mode of 
production, in its advance and expansion, carried with it political, social, cultural and 
economic institutions that have impacted on Third Wodd nations such as Uganda, whose 
formai education system originated from colonial rnasters of the North. The dominant 

paradigm that bas characterized and infiuenced education systmis and development in the 

North and the South is the modernization paradigm or the structural fuctionalist or the 



ûehavionst, as Schubert has portrayed in tacher education. The main impact of this 
paradigm bas been to diffuse the sscailed positivist knowledge that assumes to be 

empuicai-analytic, scientifc, unived and culture and value fra in nature. 

2.2. Education a d  development: views of the modernization paraâigm 

During the 1950's and more especiaiiy in the 1960% most Third World counvies 
gained their political independence fiom their colonial masters and embarked upon the 

process of economic and educational development. The sense of optimism and 
confidence natiaaalists had in education as a panacea to pmbIems of development nsulted 
in an unprecedented expansion of colonial education systems and education provision 
between 1950-1980 (Watson, 1988; Shans, lm). Education, from a moderaization 
paradigm, was conceived under the human capital theory as produchg the skiiled and 

productive human resources needed to indusaialize and fulfiU other tasks of "becoming 
modem" (Shultz, IWO). 

Politically, it was expected that educated people would be instrumental in b ~ g i n g  
about a sense of national unity and in cultivating new attitudes and values toward nation 
building. The expansion of secondary schools and tertiary institutions was intended to 
solve the problem of expatriate staff in the civil service, teaching posts and key 
administrative posts by replacing them with indigenous technocrats. It was also viewed 

as a solution to the population that was gtowing at undesirable rates. The view held was 
that better education would lead to a decline in population grawth because educated 
women would marry later and would want fewer chiidren (UNDP, 1989: 16; Watson. 
1- 135). What was the basis of aii these assumptions? Was the type of education that 
most suited the social economic development needs of poor countries taken into 
consideration? Why did Tûird World nations simply expand colonial education systems? 

The majority cd new leaders who were products of this colonial education did not 
see auything wrong with the relevance. quality and appropriateness of educetion they bad 
gone through; they only felt it was in very short supply. Some beneficiaries of this 
colonial education who hold key positions in universities and governent boast with 
nostalgia that British or French colonial education was the best; and that things went 
wrong when the colonizers left and Third Worid nations became poiiticdy independent. 
The main assumption which proved to be the main drive of elitist models of the 

modernization paradigm was that education would pmpe1 the modem sector and lead to 



unprecedented economic growth. Consequently. the benefts that would accrue from any 
such development would trickie d o m  to the poorer sections of the Society - maialy those 

working in the traditional sector (Ldat, lm: Bacchus, 1981). as the NRM Ten Point 

Rognun faitbfully advocates: 

The crucial eiement to be tackled is not to distribute the little that there is 
through socializing econornic units, but rather the restnichuiog that can, at 
last, allow wealth to k generated and retained in the national economy 
(p.35). 

But this goal of accumulation, as time has proved, was a mistaken assumption. As 
Bacchus (1981) has noted, it was instead found that, 

The elites and others who are relatively afnuent are not and are never Uely 
to be sieves through wbkh the benefk of development will trickie down to 
the lowest levels of Society. Historicaliy they have been and they are likely 
to r ema .  sponges wliich absorb and retain for themselves the benefits of 
any development fmm the top (p. 20)- 

The origin of this mistaken belief is deeply rmted in the colonial legacy that was 

bequeathed to Third World nations by their former direct masten without fundamentatly 

subjecting these political, economic, and educational institutions to structural changes tbat 

wodd harmonïze them with people-uriented strategies of development. The economies 
and societies of the Third World canuot be viewed as national systems. The present 
organization of production in Tùird Worid nations bas been following the modemizatioo 
paradigm for almost forty yean. The type of technology that has been used in the 
modem sector and the type of goods produced are intimately tied to a transnational 
development pattern whose dyoamic center and focus is in the industrialized countries. 
The dominant values and noms that have been diffused into Third World societies 
through educational institutions are fudamentaly and largely extemal to Society itself, 
without any organic and sustainable linkages to development. This has had implications 

for the process of development and the participation of the masses (Camay, lm; Mat,  
lm; Yeakey, 1981). 

McMurtry (1988) has noted that "educating for democracy", "teaching 
independent thinking", "developing critical and creative mindsw, "adapting to change", 
"scientific understanding" and "developing of moral respnsibility" are all worthwhile 

central objectives of the vocation of schoding. Yet, under the mdetnization v d i g m ,  it 
is the s c h d  sydem that instihuionally pfevents their fGhent  at the same tirne. Issues 
and problems like resource depletion, pollution, Third World famine and 
impovenshment, political instabilities; homelessness; health deficiencies; work dienation 



and exploitation: the growing gap between and within the nch and the poor nations; 

raciailethuic . gender, class, and age discriminations; structurai violence and other forms 
of human rights violation have not been emphasized in the curriculum (Toh, 198'7a; 

George,l98I; Payer, 1981). Structurally, the modemized educational system has 
faciütated Societal stratif~cation by clas, gender and ethnic-cultural identity, endorsed a 
passive citizenship values, and schooled for economic imlevance (Toh, 1987b; Carnoy, 
1982). 

Influenced by its paradigrnatic orientations, the theorists of modernization have 
developed a distinct way afinterpreting the existence and persistence of poverty in Third 
Worid nations. According to the conventional wisdom of this paradigm, poverty has 
remained in existence, and continues to persist, due to the failure of those 
underdeveloped parts of the globe to follow the unilinear path of development blazed by 
modemized muent  nations. The assumption is that in order for the underdeveloped 
countries to develop, they ought to and c m  reverse the features of underdevelopment by 
imitating the indusaidized North with advanced capitalism and the high mass- 

consumption society as the highest stage of social development. The adherents of this 
paradigm strongly believe that what Western Europe or Australia or North Amenca 
passed ihrough to acquire thek present development ought to be mechanically duplicated 
by Third World countries in order for them to develop. Existence and persistence of 
"backwardaess" is associated with Third World nations' failure to get on the unilinear 
path to development (Ailahar, 1995; Kitching, 1982; Hyden, 1978). 

Modemization theorists advance another assumption that attributes 
underdevelopment or insufficient 'development' to the lack of, certain interna1 
characteristics in Third World nations. The lack of infrastructure (transport, power, etc.), 
scientifidtechnological receptivity, heaiWiteracy, and a class of entrepredal  elites are 
associated wich the intemal deficiencies in attitudes and values of those societies ( b u s e ,  
1 % )  According to Rostow, it is possible to identify alJ societies in their economic 
dimensions as lying within five categories: the traditional society, the preconditiom for 
take-off, the take-off, the drive to maturity, and the age of high mas-consumption. The 
logic that fdlows is that underdevelopment is the original stage of what are supposedly 
traditionai societies--that there were no stages prior to the present stage of 
underdevelopment It is also implied explicitly in Rostow's view that the now 
"developed" societies were once undeveloped. But this entire approach to economic 
development and cultural change is ethnocentric, attributing a history to the "developed" 
countries but denying ail history to the underdeveloped ones. None of these 
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underdeveloped countries, for example India, is today the way it was a century or 
decades ago. It is argued that developed countries exhibit pattern variables of 

universalism, achievement orientation, and functional specifcity while undedeveloped 
countries are chanicterized by tbeir oppsites-particularism, ascription, and iimctional 
dinuseness. To develop, Hoseiitz counseIs, uoderdeveloped countries should eliminate 
these pattern variables and adapt those of deveIopnt  characterized by clearly delineated 
specific d e s ,  acquired through achievement criteria and oriented towards universal 
noms (Allahar, 1995: 75; Frank, 1969: 25). 

Social psychologists pont that the sarioeconomic and polidcal problems of the 

periphery rest within the penphery itself, and spefifically in the social-psychological 
make-up of its inhabitants David McCleiiand, one of the chief advacates of this school of 
rnodernization psychology, argues that "it is values, motives or psychological forces that 

detennine ultimately the rate of economic and social development-" McCleUand examines 
two related factors that are supposed to lead to development: "a need for achievement 
(nfAch); and entrepreneunhipn-factors that promote modemization but are absent in 
underdeveloped societies. To McClelIand, societies that encourage entrepreneurial 
behavior and competitiveness among their members tend to be more developed tban those 

in which people "act very traditionall y on economic matters" (McClelland, 1964: 183). 
Underdevelopment, therefore, is attributed to the lack of entrepreneurs that are possessed 
of the "mategic mental virus" that leads to the establishment of businesses, economic 
rationdity. and market innovativeness that are so crucial to the development of any 

society. He almost disregards the Mder social and structural contexts withïn which such 
matters as business rationality and market innovations actuaiiy take place (AUahar, 1995: 

83 1- 
Daniel Lemer views the lack of a 'mobile petsonality endowed with instrumental 

rationality" as the reason for persistent underdevelopment. Like McQelland and Lenier, 
Inkeles believed that "making man modem" would promote a meritocratic, market society 
which would set the undedeveloped societies on the road to "ptogress" (Allahar, 1995). 

But the idea of meritocracy has p v e d  elusive woridwide. Apart from that, this mode1 is 
ethnocentric. The assumpion that ali the countries in the world will foîlow or even want 
to follow the path taken by the Western countries is not warranted. 

Modemization political scientists argue that Third World nations are 
underdeveloped because the political organization existhg in those societies is deficient of 
Western liberal democracy' that bas characterized the industrialized North. Third World 
countnes with weak traditions of 'plural' and 'cornpetitive party-politics' need to 
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modemize their poli ticai sys tems. The modernization paradigm also view s the 
relationships between rich and poor nations as beneficial, be they aid, trade or 
investments. T M  Wodd underdevelopment is associateci with the lack of needed capital, 
technology and expertise. According ta this view, Third World countries are 
underdeveloped because they are not fuliy integrated in the world capitalist system. 
Furthermore, it is claimed that free trade of resowces is what these cotmtries need in 
order for them to exchange what they produce for what they do not have and gain 
through comparative advantages by exchanging their agricultud products for 
manufactureci goods. Transnationals axe viewed as a missing development input in Third 
World countries whicb would pmvide capital, expertise and managerial skills that are 
badly needed for the development of Third World nations. Hence, adherents of the 
modernization paradigm believe that Third World countries need to open doors to 
Transnatioods rather than remaining in isolation which does not allow the diffusion of 

modem technology that would change subsisteme means of production into modem and 

developed economies. 

2.3. Edacation and development: views ftom the critical paradigm 

Increasingly, however, a critical alternative perspective of viewing development 
has emerged to challenge the assumptions of the modernization paradigm and to 
demystify its technocratic, top-down prescriptions. This alternative worldview, 
varïously embodied in the PEACE paradip. dependencyw and "world systems" 
analysis, or the stmcturalist paradigm instead advocates for development based on 
principles of participation, equity, apptopriateness, conscientization and envuionmental 
sustainability which are grassroots-oriented (Amin, 1977; 1980; George, 1976; Payer, 
1987; Toh, 1987a). 

The PEACE paradigm provides an alternative that explains the structural violence 
which keeps people hungry and poor in a world of plenty, and attempts to mate possible 
paths of liberatim towards authentic m a s  development. Toh (1980; 19û6, 1981a; 1992, 
1996) has in most of his works elaborated this alternative paradigm of development using 
the acmnym PEACE. It holds development policies which 

are participatory with the poor no longer powedess and passively 
accepting decisions dispensed from above by the elites or experts. 
Participation allows the accumulated knowledge of the poor to be tapped, 
rather than ignored to the detriment of many modemization schemes. 
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Social, political and economic structures require radical transformation, so 
that societal resounxs and wealth are equitcibly distributed within and 
between nations. Methds and technology have to be appropriate, 
optirnizing use of local materid, human and ciiltarai =sources and capable 
of maximiting economic benefits to the poor majorities. Above dl ,  a 
PEACl3ul development embodies the process of consciemtization, 
whereby the oppresseci understand the pditicai mots of their poverty and act 
to liberate themselves. But at the same time, sucb mass-oriented 
development should hannonize with, not destroy the environment on 
which long term human &val depends (19?37a, p.60). 

In education and development, ihis alternative paradigm seeks to apprwich development 
holistically ratherthan the current comparhnentalization and fragmentation of knowledge 
and leavhg it to the monopoly of the so-calied "expertm. In this paradigrnatic orientation, 
the elite aie no longer "expmsw and "manageaw in the whole process of identifying 

needs, issues and ptoblems, and how to tackle them. The masses also take part in 
creating and d e f ~ n g  knowledge which is most relevant, appropriate, and sustainable in 
the environment in ternis of pmmoting seIf-diauce iastead of dependence. 

This paradigm views underdevelopment taking into account the historicd growth 
of capitalistic relations of production on a world scale, including mercantilist 
accumulation and then colonialist imperialism. The reproduction of these international 
capitalist relations of production in the pst-'independence' era has perpetuated political- 
economic and socio-cultural dependency rather than ushering in autonomous 
development. The structures of dependency and neo-colonialism are sustained by unequal 
and exploitative class relations within Third World nations and the international 
collaboration between ruling-classes of the Industrialized North and Third World Nations 

(Toh, 1980). As Esteva (1993) noted, 

... the 'backward' or poor countries were in that condition due to the past 
looting in the process of colonization and the continued raping by capitalist 
exploitation at the national level and international level: undedevelopment 
was the creation of development (p.3). 

This view is comborated by dineient scholars (Amin, 1414; Frank, 1%9; Toh, 1980; 
Baran, 1957). The surplus produced by a less developed country is sipboned off through 
investment, loan repayrnents and unequal trade relations. What Little ihat remains is never 
ninvested in productive enterprises. Rather, it is wasted as luxury consumption by elites 
or drained off by metroplitan powers (Baran, 1957). 

The outright plunder, unequal trade, land grabbing, manipulation of pre-capitalist 
productioddestruction of local industry: severe exploitation of the Third World labor: 

penetration by foreign finns (especially in raw materials extraction) and legal, market, 
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infrastructure and administrative facilities did not at aü develop these people but only left 
a trail of dependent capitalian (Toh, 1990: Banin, 1957; Frank, 1%9). 

Frank (1969) using historical and political-economic analyses of Latin America 
emerged with a model of the world as a chain of metropoIis-satellite linkages that relate 
(intematidy and intra-natioually) metropotitaa centers with sateuites. He conctusively 
postulated that underdevelopment is a consequence of the economic hegemony of 
industridized countries. In cases where new forms of capitalist expansion have 
stimulated some technical-industrial giowth, it is of a "dependent" capitalist variety with 
serious anti-developmentai consequences (Toh, 19BO; Weisskopf. 1972). 

Amin (1973) likewise shows how previously autonomously - developing 
traditional African societies lost their autonomy undet the impact of merchantilism and 
colonization perpetrated by the capitalist centen, and became integrated into the world 
capitalist system as dependent peripheral societies. CloseLy linked to Satnir Amin's world 
accumulation model, Wderstein (1974) argues that there exists a single world economic 
system which is capitalist that was initiated way back in the sixteenth century and spread 
to embrace the entire globe three centuries later. Within this world-capitalist system, 
unequal exchange system between "con" and "periphery States occun propelled by 

capitalist production to reaüre profits on a world market 
Following Lenin's classic study, the role of irnperialism in creating 

underdevelopment has been examined by Manrist scholars. They view peripheral 
exploitation as a central feature of capitalism through its centuries-long history and 
nineteenth - century coloaization as just one aspect of a longer term pattern in the modem 
era (Lamain. 19û9; Allahar, 1995). Rodney (1972) and Chinuezu (19'75) have 
documented the historical penetration by Eutopean capitalism into Africa. and its 
consequential underdeveloprnent of the continent. Albrecht et al (1974). de Silva (1982) 
and Naylor (1981) have also extensively shown how the sub-continent of India was de- 

industrialized and systematicall y underdeveloped with a railway-line that was 
fundamentally and purposely constructecl to facilitate the quick movement of troops 
across the vast land, and later on, to exploit the hinterland to cany products to the coast. 

The criticai alternative paradigrn, therefon, is instrumental in advancing the cause 

of development education which has been conceptuaiized as: 

... education which fosters critical understanding of mot causes of world 
hunger, poverty and underdevelopment, and simultaneously catalyses 
persona1 and social action which seeks to build human international 
relationships and structures and capable of at least meeting the basic 
ecouornic, social, political and cultural needs of al1 human beings, with 
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dignity, and fmedom from exploitation and repression (Toh and Cawagas, 
1992: 179). 

Participation in this paradigm is considered paramount because it rejects the top-down 
strategy which the politicians. bureaucrats and techocrats impose on the masses - 
imposing impoxted cumcuium programs on students without the input of the community. 
Instead, participation is encouraged by the alternative paradigm as a major ingredient that 
enables poot people to be involved in planning. implementing and controlling 
development schemes by drawirig on their ldndigcnous howledge constnictively. It 
is believed that this increases their willingness to identify with the education institutions 
and motivate them to utilize them MWre the case in modernization tbinking where 

education institutions are fenced and condoneci off from the communities they claim to 

serve. Hence, the critical alternative encourages popular education where the masses are 

involved and participating in their education as full subjects (Freire, lm; LaBelle, 

1987). 
In stnving fot authentic development, equality becomes a major cornpanent of the 

critical alternative paradigm. Its t h s t  is to challenge the view held by modernizers that 

growth cornes first, and distribution later. Hence equality is viewed as important under 
the critical alternative paradigm in overcoming structural violence embodied in unjust 
structures that perpetuate inequalities reproduced in the meritocratic schooling system to 
legitimate what the elîtes have cheated fmm the poor. The privilege of most elites accrues 
from the impoverishment of the masses. Hence, the critical paradigm is Uiclined to the 

view that growth bas largely failed to reach the poor because of the deeply entrenched 
social, economic, and political structures that enhance inequalities which are beyond 
piecemeal refoms that avoid mots of poverty and inequalities (Eliou, 1976; Herman, 
1982; Toh and Cawagas, 1992; Falk. 1980; New Intemationalist, 1980a). The cntical 
paradigm therefore is oriented towards the demystification of views geared to convince 
victims of modernization development that it is their fault and they are responsible for 
their failure. The madernization approach of legitimating the few privileged as the 

succesJful one is viewed as inimical to the egalitarian social order and building of a 
peaceful humane Society. Bourdieu (lm 162) instnictively says: 

Nothiog is better designed than the examination to inspire universal 
recognition of the legitimacy of academic verdicts and of the social 
hierarchies they legitimate, since it leads the self-etiminated to count 
themselves arnong those who fd, whie enabling those who elected from 
among a s d l  number of eligible candidates to see in their election the proof 
of a ment or "gXtw which would have caused them to be preferred to all 
corners in any circumstances. Only when the examination is seen to bave 
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the function of concealing the elimination which takes place without 
examination, cm it be fully understood why so many featuns of its 
operation as an overt selecting procedure still o k y  the logic governing the 
elimination which it conceais (p. 162). 
BowIes and Gintis (1976) have argued that the structures of the industrialized 

societies, which is the mode1 the Tbisd World nations are emdating, are so rigid that they 

can hardly be penetrated to aüow aay signifhnt social mobility. The traditionai liberal 
view that "You, too, cm use this ladder to opportunity if you wilI ody buckIe down and 
wotk hard" is used to justify social, ecommic, and pditical injustices and inequalities by 
giving them a natural appearance (Coontz,1974). As S m p  (1983: 3) succinctly 

the values expressed in most textbooks are, on the whole, those of the 
ruling classes consider essential to transmit. M a y  school texts, for 
example, imply that we should regard the poor as responsible for their 
poverty, the poorly educated as responsible for their lack of education. 
Such situations are seen as a consequence of the failure of individuals 
rather than the failure of the society to distribute educational resources 
univenal1y. This ideology, u s d y  associated with liberalism' or 'social 
democracy', encourages those actions that attempt to change the individual, 
wbile leaving the unequal econornic structures intact. 

It could be said, in short, that this social democratic approach separates the discussion of 

social justice, the distribution of education, from the mode of production. Textbooks 
further participate in social control when they "select in" some ideas and domains of 
knowledge and "select outw others, not by default, which are predominantly cultures of 
the majority poor (Sleeter and Grant, 1991). 

2-4- The impact of eoloniaüsm and colonial dacation 

Because the date was not indigenous to the social formation and had in fact been 
an expression of colonialism and impeiial interests, a signifcant dimensin of its mercive 
function was the elimination of indigenous cultures or the modification of traditional 
cultures to serve its legitimation needs. Attempts were made to eradicate indigenous 
systems of knowledge transmission and its reproduction and, in their place, was the 

establishment of ~dimentary schooling directed more toward the inculcation of social 
conrrol than the trader of knowledge. As a consequence. the educational apparatus of 
the Third World state like Uganda was characterized by a weak infrastructure 
(differentiated by racial and class stratification), an extremely determined content, and a 
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pervasive elitism dimcted to the formation of a local smrice class. Education, it could be 

argued, fmctions as an incubator" faciütating indigenous elite class formation" (Apple 
and Jules, 1995). In a similar tone, Rodney (1972: 264) also noted that "colonial 
schwling was education for subordination, exploitation, the creation of mental 
confusion, and the development of uaderdevelopment." One major, and the earliest 
conception of the role of education was to produce diligent, obedient, straïghtfomard, 
kind and God-fearing Christians in a subservient, submissive manner (Bacchus, 1975; 
Npgi  wa Thiong'o; 1991). AU other indigenous languages, cultures and religions were 

dismissed and declared supentitious (Garvey, 1982; Watson, 19û2; Okot ptBi tek, 
1973). In dixence to the miseducation of Afncans, Chinuen, (1975) obsemes thus: 

they wete taught Christian values of a servile making sort. Unquestioning 
obedience to white men was presented as a cardinal virtue. ... These 
schools inculcated ... western individualist ethos that weakened their 
Afncan identity, destmyed their cornmitment to an Afncan communalist 
ethos, and erased their sense of pairiotic responsibility to Africa (p-77). 

The colonialists' and the missionaries' ideology behind teacher training was to produce 
change agents of modernizatioa in spreading the gospel, attitudes, and values in the 

communities which led to the cultural reorganization of Africa. It was deemed necessary 
to create docile and loyal servants whose allegiance to Africa had to be undermined. 
Total admiration forEurope was instilled into the teachers who were to be the agents of 
this "civilization". Because of this education's foreip social base, it was incapable of 

adaptation to Af'ncan needs or to support geniiine developrnent in society. The 
irrelevaace of colonial eàucation undermined the chances of survival and prosperity of 
societies in the context of overseas involvement and change; aird "induced attitudes of 
human inequality" (Nyerere, IWO). Like the rest of formal education, teacher education 
was organized to serve a new economic order based on primary exparts and only a 
limited and dependent local industrialization (Garvey, 1saZ). 

Hence, Christian religious instruction was given equal standing in the cumculum 
with secular subjects both in schools and teachers' colleges. Most of the early teacher 
training in the Third World was undertaken by Church bodies and often linked to the 

training of evangelists (Bacchus, 1975). The minds processed by colonial and missionary 
education were left in ignorance dtheir past fm which they were uprooted (Npgi wa 
Thiong'o. 1987; Chinueni, 1975; ûkot pqBitek, lm; Brantlinger, 1985: Nandy, 1983). 



When secular authorities assumed increased contiol over education, some doses 
of secularization reforms in curricuium coutent of the coileges were introduced But d l ,  
the new administrative authorities used teacher education pmgrams of the respective 
metropolitan centers-Great Britain, Fiance, Belgium, Spain and the USA-as rnodels 
from which they stnictured their own local pmgrams. Teacher education programs in 
Uganda continued to k modeled on those of B~tain. Thm were shoriages of teacher 
trainers, but still, implicitly the decision to have teachers bained in the metropolitan 
centers was the general asswaption of the universality of the role of the teacher which 
entrenched the modemization mode1 that was practiced in the industrialized nations 
(Bacchus, 197J; Adams & Bjork, lm; Toh, 1974). 

In other words, colonial or missionary education constituted a mode of 'cultural 
irnperidim' that was to serve the needs of political domination (e-g. negiect of mass 
education for social control; cwptation of local elites), economic exploitation (e.g. civil 
servants; capitalist values), and cultural domination (e-g. religious conversion; 
subservience). Independence fundamentally saw an expansion of metropolitan-type 
institutions without breaking with the educationai structures and society-education 
relationships inherited from the colonial past (Altbach, 1977). The local elites well 

socialized into modeldassumptions of metroplitan education, and supported by neo- 
colonial aid programs and knowledge dissemination networks now act as appendages of 
Western-led exploitation and irnperialism in Africa and most of the Third World. 
Research evidence from studies in education and social stratification indicate that even 

though initiai educational expansion facilitated some 'opemess' to al1 classes, the 

evolution of structural inegualities has resulted in severe discrimination against both rural 

and urban poor noh,  1980; Yeakey, 1981). Nandy (1983) has articulately commented 
on the educational up-bringing of elites in his book entitled The Lntimate Enemy " that: 

education is a fom of colonization which at least sir generations in the 
T6ird World have leamt to view as a jmrequisite for their liberation. This 
colonialism colonizes min& in addition to bodies and it releases forces 
withia the colonized societies to alter tbeir culturai prionties once for all. In 
the process, it helps to generalize the concept of the modern West from a 
geographical and temporal entity to a psycbological category. The West is 
now everywhere, within the West and outside; in structures and in min& 

Did Afiican natianaiists like Frantz Fanon, Patrice Lumumba, Kwame Nkrumah, 
Amilcar Cabral, Julius Nyerere, Nelson Mandera and others go through a similar 
education system? The answer is yes, but they represeat a few who successfully resisted 
Westemization wholesale without a sense of selection. No wonder the price these 



natioaalists paid for dissent. that is, their cnticd awareness, and their ability to numire 
Mncan nationalism and communaiism as they went thrwgh western colonial education, 
was p a t e r  than what those who chose to be uncriticai. mindless consumen of Western 
culture, subniissive, subservient, and appendages of Western hegemony paid. The tme 

oationalists becaine a target of opportunists whose miseducation tesuiteci in contradictious 
that quaIif?ed people Wre Nkrumah as "traitors" to the elitist class they belonged to for 
campaigning against the special privileges. The Cornmon Man's Charter and the 
subsequent 1971 military take over in Uganda could partiy have been a result of the elites 
attempt to defend theu over-infiated, excessive privileges. and even of arrogance since 
the move to the Left strategy was aiming at "bridging the gap between ... the rich, 
educated. African in appearance but mentally foreip" and "the majority poor and 
illiterate" masses (Mami, 1978: 199). In other words, colonial and post-colonial 
education iiberated the elites and oppressed the masses at the same tirne. Similarly, the 

rnajonty who pas& through it kcame insensitive and undeimined African nationalism 
and communaiism in favor of western individualism and materialism. 

2.5. Intluence of interna1 and external forces on the teaching profession 

In the post-colonial period. the tempo towards political independence was 

quickening, the demand for education was rapidly rising. and Third Wotld economies 
could not withstand the burden of increases in educational expenditure at that time. 
Political pressures from the often newly enfranchised masses for more education made 
these countries seek quick ways of putting as many teachers as possible into the 
classrwms. This led to a drastic change in the tradi tiond teacher-education programs. 
The option was to lower the standards of entry into the profession since numbers were, 
during this massive operation. al1 important Hence, quality was sacrificed in the name of 
quantity. However, the aspect of devance to the culturai, ecbnomic and political 
needs of Third Worîd nations stiii was not addressed(Solam, 1964; Bacchus, 1975). 

h Uganda, the colonial legacy gave itsedf a new form of legitimacy 
through the cumculum content. expatriate teachers, textbooks, and examinations that 
were prepared abroad in univedties like London. Cambridge and Oxfoid. Consequently, 
institutions like tacher education remained intact without undergoing any fundamental 
changes that would make them reflect needs of an independent country. The methods of 



teacher training encourageci an attitude of uncritical acceptance of text material, and lack 
of imagination among the trainees (Ladefoged, Glick & Cnper, 1972: 105). The products 
of this teacher training wete not ody told what to do but dso how to do it which never 
dlowed them to develop initiative "to start thiaking for themselves" (Toh, 1974: 137). 
This led in tunm to "steriiea non-adaptive teaching in classrooms where rote-learning was 

over-emphasized. When the govenunent thought of trahing primary teachers, sorne 
trainees were sent to Canada to bprove on their general education; "reading, speaking, 
writing Englishw; and to see well mnducted infant and Mmary classes particularly in 
"nual classes" in an indusni*alued country floh, 1974). Britain also remained a mode1 
to emulate (Adam and Bjork, 1969; Dumont, 1962). Jorgensen (1981) captures the 

picture of the direction education took when Uganda gained her political independence in 
the following way: 

In education. Ugandanization posed a different dilemma Should resources 
be allocated to expansion of the existing colonial educational system or to 
overhaul the structure and the curriculum? In the end, rapid expansion of the 
education system to meet the addnistrative manpower requiremeots of 
Ugandanization took priority over changing the curriculum to meet the 
changing needs of politically independent Uganda. Helped by loans, grants 
and teachers from the industrialized nations, the number of senior secondary 
schools admitting Africans rose from 19 schools with 3,153 students in 
1958 to 73 schools senting 40,697 students in 1970. But this quantitative 
expansion was not matched by qualitative changes in the curriculum, which 
retaiaed its British colonial orientation, producing paternalistic 
administrativecadres who lacked technical skiUs and scorned manual labor 
(p.240). 

Many Third World political leaders Lice Nyerere (1970) started looking critically 
at the value of traditional teacher education pmgrams, in the light of their economic, 
political and social conditions. He wished the teachea to be the primary change agents 
through rational explmation and critical dialogue to nourish and stimulate young minds 
towards changing their attitudes. But in practice, teachea showed Lack of &ticai 

thinking, seIf-confidence and cooperative attitudes; lack of proper understanding of the 
ideology of comrnuaalism (Ujamaa); and lack of motivation and initiative ta inspire pupils 
(Rajabali, 1993). 

Most Thirà World educational bureaumats essentiaily were aot prepared to be 

contented with anytbing short of "a complete Western education as they believe it to ben 

(Bacchus, 1975). SamofT (1991) captures the eatire expenence which has continued to 
charactenze teacher education and the entire education in Tbird World nations especially 



The penistence of older forms and funetions has to do with control and 
orgaaization in education decision malring. The institutional inertia of the 
bureaucracy and the self-protective responses of bureaucrats who 
recognized their common corporate interests impeded many reform efforts. 
The prevailing ideology of education accepted these patterns-auhoritarian 
teaching, teacher-centtend classrooms, lecture and recîtation as the prefemd 
mode of teacher-student interaction, learning as the transfer of knowledge, 
bureaucratie administration, elite-facused schaolhg, examination-driven 
cumculum-as natural. Here we find the hegemonic character of the 
ideology of modernization: so thomughly iutegrated into daily practice that 
its precepts are coosidered to be the naturd way of doing things (Samoff, 
1991: 9-10) 

WestedNorthern education has also been an explicit reinforcer of social 
privilege, political elitism and economic and social injustice. A marked feature of these 

recently independent countries is that opportwities for upward social mobility have ken 
declinhg in the pst-independence period and the new local eiite who, largely on account 
of their education, enjoy relatively prestigious positions have developed vested interests 
in the existing social structures and are not very keen on democratizing these further 
(Bacchus. 1975 4; Yeakey, 1981; Samoff, 11993). Yeakey (1981: 188) concludes that 

"although egalitarianism and democratization are stiessed, the schools, in the main, 
comprise an inhenatly elitist, hierarchicd prefectorid system. While some fonn of 
socialism is stressed by most African leaders following independence, the classrooms 
remain inexiricably wedded to the noms of individual achievement over the collective 
good: values embedded in Western capitalismw. Hence, the teachiog profession in 

countnes like Uganda has been shaped by these interna1 forces favoring the 
modernization paradi gm resulting ia models of preparation w hich ill-equips teachers to 

critically understand and transfonn their own history, culture and social, political and 

economic conditions. 

Forma1 education in virtually ail Third World countries particularly in the 
univenity setting bas been a dissemination of the predorninant assumptions, models and 

rnethods of WesternNoinhem regimes of knowledge (Amove, 1982; Altbach, lm). 
But this education only pmved, as time went by, that it was "both the child and the 
cornpanion of 'modemization'." The mission of these education transplants is still of 
"replicating the social structures aiready found in the indusüialized societies" and to 
support the "existing world economic order as the best of ail possible worlds and to 
maintain the belidthat Western values an the most appropriate for continued progress in 

a technological agew (McGim, 1W). Some of the organizations that are among the 
prime and generous participant institutions supplying the seeds of the claimed 
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develapment are funàamentally "agents of capitalist penetration and Western domination 
of the Third Worldn as exempüfied by the activities of multilateral or bilateral agencies 
(e.g.. World Bank, USALD) and private foundations (e-g. Rockefeller , Ford) (Amove, 

lm; Mc-, 1984; Aitbach, lm, Lee et al., 1SgB; Einsemon, 1977; Chadwick et al, 

1974). 

The process of transnational transfer of Westem or Northem knowledge 
suggests that imitative and uncritical knowledge use continues in spite of persistent 
demands for locdly relevant knowledge. This is attnbuted to various factors which 
indude lack of the capacity to develop more sustainhg academic communities dedicated 
to human developwnt; the insistence of local scholars on playing the role of knowledge 
transmitthg conduits rather than engaghg in knowledge constmction; the inability to 
m a t e  a system which better supports ' d t y  testiag' of Westem or Northem knowledge 
as well as of studies of indigenous educational concems; and lack of the evolution and 

encouragement of Cntical and competing educational theories in a majority of Third World 
nations (Lee et al., 1988; Amin, 1974). In Nonh-South knowledge exchanges, the South 
or Third World rernains largely peripheral. Alternative, critical perspectives am often also 
resisted, and this resistance is aggravated by more senior intellectuals who are 
cornfortable with an irnported "regime of mith" without subjecting it tu ngorous scrutioy 
or anal ysis. 

The fact that Third Wodd counhies are tw p r  to marsbal resources required for 
badly needed research does not mandate the uncritical and mechanical imitation of 
irnported theories, which is characteristic of a colonized and captive mind trapped in 
servitude (Aidas, 1972: Aitbach, 19n; Mamll, 1978; Foubert, lm; Chadwick et al, 

1974). As Hirnbara and Sultan (1995) have noted, 

Regnttably, in mding Uganda's officiai documents, one does not get the 
sense that then is either concem about donor dependency, or a strategy ta 
overcome it. In effect, the prevailing arrangements are sanctioned as 
normal. ... Can an administrative and pdicy apparatus made up of foreign 
expatriates psidimg over struchues that rely principally on multilated and 
bilateal aid donations be categorized as a national nate and a democratic 
economy? In present &y Uganda, the state bas in effect been nduced to the 
Iaw and order apparatus (army, police, and prisons), with the nationai 
policy instruments and the related administrative regime falling more and 
more outside its scope ... It is tempting to compare these developments in 
Uganda with a colonial type of economy and state. (p.91). 

Iitich (1%9) has argued that the "mender of social cmsciousness to these pre-packaged 
solutions" constitutes the essence of underdevelopment of the Third World. They only 



succeed in peqxtuating and rationalizhg the existence of two societies, one a colony or 
neocolony of the other-as the South emergent nations continue to educate for poverty. 
Advisors on teacher education program fmm the industrialized nations have tended to 
seil their national systerns they kuow well. Weiier(I984) o b m e d  as follows: 

What iemains problematic, however, is whether graduate instruction in our 
typicd North Amencan School of Education conveys the lrind of skiils and 
conceptual categories necessary to understand, anticipate, and influence the 
dynamics of the political process that is involved in the decolonization of 
curriculum in developing countries. Not much of either attention or 
expertise in this matter appears to k forthcorning (WeiIer, 1984: 172). 

Toh (1974: 137) found out in a study on Uganda that "formulation of a realistic and 
workable cumculum" for the teacher trainees who were at the University of Alberta 
(1964-1!366) "was hampered by a lack of first-hand knowledge of (the Canadian 
advisors) on the Ugaudan situation". 

Policy maken have beea influenced by foreign experts and consultants to 
generate programs, recommend textbooks and import the cumculum. The advice received 
from the foreign experts in most cases reflects the educational training pmgrarns and 
models of their national systems with very ümited nlevance to the Third World countries, 

and are containeci within the modemiration paradigm (Altbach, 1971; Alatas, 1989; 

Samoff, 1993). Througb case studies of foundation-sponsored educational aid, Berman 
(1979) exposes the close comection between those programs and an implicit (if not 
explicit) endorsement of Amencan hegemanic interests in the Third World. King (1990) 
and Samoff (199'3) argue that sometimes the relationship is aggressively manipulative 
when a fuoding agency makes the provision of support conditional on the adoption of 
specific policies, prionties and programs. 

In sum, through the operation of the modernization paradigm in the educational 
system, the teaching profession reflects an orientation and a process that is largeiy 
externally determined, in which ThVd World nations and educators are collaboraton but 
essentialfyjunior partnets (Samoff, 1993; Chadwick et ai. 1974; Alatas, 1972; Altbach, 
1974). While externai forces may be the initial source of intervention, over the, local 

educated elites unpmblemtically intemalize the dominant assumptions a d  strategies of 
modernization. This is not to deny that spaces have existed and can exist that would 
prornote munially benefîcid prtnerships between Noah and South that above al1 nspond 
effectively to basic human needs and a PEACE paradigm of development. This is 
evidenced by exernplars of works of scholars in the North (Samoff, 19%; George, lm; 



Payer, 1981; Apple. 1995: Chomsky, 1994) who have expressed their compassion and 

solidarity with the margïnalized pour masses of both the T k d  World aml industnalized 
nations and have cntiqued and demystified structures that perpetuate inequalities, 
structural violence, culaual dependency and rnargioalization. Nevertheless, the teaching 
profession in South contexts continue to work primariiy in a system bounded by 
modemiration assumptions and strategies. It was interesting through this study, to 

closely examine the nalities of Ugandan teachen in their everyday Me, and how they 

understand and practiced th& paradigmatic role in educatian and development. 

2.6. Education and cuihrsü soüdarity 

An individuai has the capacity to understand mitically hidher life experiences and 

present dilemmas by sihiating herseLffimself within history. As Chinua Achebe put it in 

his novel, Things Fall Apmr, one needs to know when the started beating him 
before he knows where it stopped. Similarly, Mies (19&6:18) bas stated that "unless we 

know how things became what they are, we are unable to know how we should change 
them." This connection allows the individual criticai insight into how the nature of 

his/her relationships contribute to the individual's identity, values, and ideological 
perspectives. In this way, individuals have the capacity to participate in shaping and 
responding to the forces which directiy affect their üves (Britzman, 1- 452) 

Before western formai education was introduced on the African continent, 
indi genous culture which was the embodiment of society 's ideology and techoology was 

democnitically preserved by al1 members of society from generation to generation. The 
socialization of the individuai to become a participating member of society was one 
succesdu1 area of African education. At the kart of this education. was the strongly held 
belief that chantcter was fomed primarily through other people. To the Europeans 
individualimi is the ideal of life; to the Africans, the ideal is the right relations with, and 

behavior to, other people with the aim of being on intimate terms with them (Fdey and 
Watson, 1978). Fashioaing of the individuai toolt place among others and produced a 
feeling of brotherhood arising from their common activities. Thete was some degree of 
fusion between different African systems which was indicative of their progressively 
evolving nature. The nilem periodically incorporated gaod and progressive ideas from 
others if they resulted in a better educated community in their naturd environment. This 



was equivaient to the present day cultural bomwing that constitutes a major aspect of 
comparative and international and intercultural education d o u r  era. 

African indigenous culture never faced any ihnats of extinction till the advent of 
messengen of "civilization". The arriva1 of Westem culture transporthg capitaüsm 
declared indigenous education and culture "primitive" and "unprogressive". Teachen 
were made redundant as pupils w m  absorbed into forma1 educational institutions. The 
role of the school as a major vehicle for trammithg social and culturel values, either as a 
force for social change (modemization) or as a means of reinforcing existing social 
structures (reproduction theory) is well documented (Young, 1971; Carnoy, 1974; 

Bowles and Gintis, 1976; Watson, 1982). Western formal education bas contributed to 
the elimination of the innumerable varieties of being human and hes tumed the world into 
a place deprived of adventure and surprise; the 'other' has vanished with development 
(Esteva, 1992). The spreading monoculture has eroded viable alternatives to the 

industrial growth oriented society and dangerously crippled humankind's capacity to meet 
an increasingly different future with cicative responses. The last forty years have 
considerably impoverished the potential for culnual evolution. Indigenous languages 
and traditional ways of doing things have vanished It is a slight enaggeration to say that 

whatever potential for cultural evolution m a i n s  is the= in spite of development (Esteva, 
1992: 3). The power knowledge wields by directhg people's attention to a certain reality 
while casting into oblivion other ways of relating to the world around us is part of that 

process of indigenous cultural genocide and systemic destruction (Ngugi wa Thiong'o, 
1986; Okot p'Bitek, 1970). For Nyerere development should be political mobiiization of 
a people for anaining their own objectives - he argues that it was madness to pursue the 

goals that othen had set which underniines confidence in oneself and one's own culture. 
In other words, development and culture are intimately connected and inseparabie. 
According to Ngugi (1987), production takes place in a culture. 

Manui (1992) has cogently argued that through culture, people are provided 
lenses for perception and cognition. In other words, the way in which people view the 
world is gneatly conditioned by one or more cultural patadigms to which they have been 
exposed, be it Western or Afncan. The teaching profession has been the highest 
transmittet of Western culture in African societies in its effort to ptomote genuine 
development and its continued d e  in the consolidation of cultural dependency. Mazrui 
(1992) potits that d e s  the general structure of the education system changes, unless the 
content of the courses throughout the educational system and its d tena  for recruitmeat of 
tacher bainees and training pmgnuns change, it will not be possible to domesticate and 
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decolonize and later on baiance modemity with indigenous Mricaa culture. The abilities 

of teachers detemiines, in a crucial manner, the qudity of education, its relevame, and 
contribution to the development of culture and its s u ~ v a i  or extinction. For instance, it 
wouid require teachers who cm respond to the challenge if the whole significance of 
examinations was aitered. By their training, some teachers have achieved a bare 
campetence in the mitai of mernorable facts. This is a =suit of inferiot teacher training. 
Dore (1976: 15) psi& that unles there is a shift in the examination system, it remains 
dificdt to remedy the situation. h a similar voice, Liston and 2eich.net (1987) have 
pointed out that there is iiiely to be no significant lasting impact if the qudity of teacher 
education is not improved as well. 

2.7. Theorizing on t e a c w :  the modernization/traditiond Paradigm 

In recent decades, a debate has k e n  waged on what constitutes a good mode1 of 
teaching and the corollary expectations for teacher education. While the tems of the 
discourse have largely focused on North contexts, some critical conceptual themes and 

insiphts are worthy of consideration for understanding the dynamics of South-based 
teaching especially given the continuing legacy of ne-colonial systems as discussed 
earlier. For example, there is the critique of the traditionai "teacher-centeredw approach 
whereby teachers implement a given con of course subjects using foms of pedagogy 

that enable students to master skills and understanding with respect to predetermined 
fomis of knowledge. Put differentiy, it i s  characterized by rote learaing or didactic 
teaching, ngid reliance on authonty of texts, and authontarian relationships in clasm>oms 
and schwls (Vulliamy & Saunders,l983; Court. 1984; Samoff, 1991; Haiber, 1994). 

Such knowledge has tended to have little comection to everyday experiences of the 
students thernselves. The compartmentalization of the curriculum renders its organization 
fragmented into instructional activities reduced to discrete blocks of time, thereby 
isolating subject areas and decontextualizing skiiis. The prucess of fragmentation uproots 
lcnowledge fmm its sociopolitical context and consequences, and obscures relationships 
which connect the student to hidher social worid. Knowledge takes on the appearance of 
a product, sometbing unrelated to the leamen' experience and empowerment as if the 
teacher "banksn education into the passive vessels of the student (Friere, 19û1; Macedo, 
1986; Shor, 1W; Runte', 1995; Ayres, 1936; Giroux, 1W). 



Giroux (1986) also usefully argues that educators locked into the haditional 
perspective respond to student disinterest and nsistance by shifting their concems - from 
actually teaching positive knowledge to maintainhg order and control. Britnaan (1986) 
infers that social coatrol is viewed as the measure of establishing competency and that 

students recognize the police-üke powers teachers have in the cla~~t~~rn and expect the 
teacher to maintain-classroom control, enforce rules, and present the cufriculum. 
Weckstein (1983) noted that "when teachers themselves are part of an undemocratic 
workplace, theirfrustratians are more likely to result in teacher student conflict, and their 
conduct is less ükely to serve as a mode1 of seKdirccted behavior for students". Cusick 
(1983) pasits that administrators spend their time on administration and control, 
evaluating the performance of teachers according to their abœities to maintain order. They 
tend to arrange other elements of the school according to how they contribute or fail to 

coutri bute to the maintenance of order. 

Secondly, resemh and analysis have shown that by the time student teachers 
start their professionai training, they usually have definite ideas about teaching and 
learning which were developed from their own educational experiences that shaped their 
perception of teaching. Zeichnet et al. (1987) in a study of 13 student teachen also 
observed that personal values, beliefs, pedagogic, and paradigrnatic orientations sbowed 
few signs of change or modification through professional education and experience in the 

classroom. Instead, perspectives were elaborated rather than radicdly altered by 

professional training, with *dents selecting from their experiences whatever suited their 
own perspectives. Bnmnan (1991) insighdbily observes that 

The story of leaming to teach kgins actuaily much eariier than the time one first decides 
to become a teacher. The mass experience of public education has made teaching one of 
the most familiar professions in this culture. Implicitly, schooling fashions the 
meanings, realities and experiences of students; thus those learning to teach draw from 
their subjective experiences constructed from achially king there. They bring to teacher 
education their educational biography and some well-wom and cornmonsensical images 
of the teacher's work. in part, this counts for the persistency of particular world views, 
orientations, dispositions, and cultural myths that domhate ont thinking and, in 
uniniended ways, select the practices that are available in educational life (Britzman, 
1991: 3). 

Britzman (1- 443) argues that the underiying values which corne together end 

fom a whole in one's institutional biography, if unexamined, pmpel the cultural 

reproduction of authontan*an teaching practices and naturaüze the contexts which generate 
such a cycle. She goes on to pont that: 



Teacher education, Iike any education, is an ideological education. It 
promotes particdarimages ofpower, knowledge, and values by rewarding 
particular forms of individual and institutional ôebavior. The ways that 
prospective teachers understand and experience power throughout teacher 
education shape their acceptance or rejection of the status quo. Similarly, 
teacher education's conception of knowledge can pioiirote a view of the 
teacher as either technician or inteiiectuai, and the extent to which values are 
rendmd explicit can either inhibit or eucourage a more critical pedagogy 
(p.443 1. 

Since belief systems do influence classroom behaviors, it is important that student 
teachers k made aware of this relationship and be given the opportunity to identify and 
examine their beliefs and practice through critical refiection. Without this opportuoity, 
student teacbers are iikely to adopt practices they rememberfrom their own school days 
and merely reinforce the status quo (Zeichnet, Dias, lm). 

Britzman (lm) bas also identified three important facts which commonl y shape 
commonly held views and experiences of secondary school teaching and leaming: social 
control is a sipificant dynamic in classroom life; cumcuium i s  compartmentaily 
organized; and finally, schools are hierarchically ordered. The consequences of these 
statements are ultimately political in that this structure supports particular social, 
economic, ideological intemts of the dominant society (Apple, 1982; Sarup, 1983). The 
view held by conservatives that education is neutral and devoid of politics is, in fact, a 

political act in order to maintain schools as sites for cultural reproduction and 

iadoctrination (Macedo, 1986). 

Teachen tend to find their work tied to taking on the dehumanizing "dirty work" 
of social class reproduction. They cannot be tnisted to make currïcular and instructional 
decisions which support this reproductive role. Thus a teacher is merely a regulated and 

contained conduit receiving and producing results on the bais of "input-output system" 
with liale opportunities for thougbthi collabonuive refiection and action (Carson, 1995). 

They have k e n  bureaucratically subordinated, rclegated to implement a predetermined 
curriculum, and held accountable for attaining instructional "pioductivity " goals (Carlson, 
1987). The teacher who has fundamental doubts about his right to teach the curriculum is 
regarded as a deviant who "bas made a mistake" in becoming a teacher. ln other words, 
teachen' claimed professionaiism has undergone systemic decay through deskilling 
which promotes the contiauing cheapening and increased substitutability of teachers' 
labor (Harris, 1982). Consequeutly, dienation, burn out, loss of control and 
autonomy, morale and enthusiasm, creativity and onginality and critical thinking have 
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Nnered as teachers surrendet their job to technology (Runte', 1995; Dworkin, 1994). 

However, Mugoya (1974: 13) by then the Cbief Inspecter of schools in Uganda noted 
that, 'a teacher can influence adversely by oppsing innovation or merely remaiaing 
dent in the face of a growing need for refonn". This is one of the forms of resistance in 
the culture of silence as weapoas of the weak and oppressed who resort to undermining 
the system not so directly to suffer its wrath (Cdgan, lm). 

Thirdly, the modernization paradigm views prospective teachers as relatively 
passive recipients of professional knowledge who play little part in determinhg the 

substance and direction of their preparation pmgram. This dominant paradigrn's view is 

that teacher education programs should seek to equip begiIlIUng teachers to fit as 
smoothly as possible into schools as they now exist. In addition. the criteria for 
measuring success are made expli& and performance at a pre-specifed level of mastery 
is assumed to be the most valid measure of teacher cornpetence. Zeichner (lm) argues 
that the desire to bave teachers critically reflect upon the purposes and consequences of 
their work in tenns of such issues as social continuity and change are not central 
concerns of this perspective. Undedying this orientation to teacher education is a 
metaphor of "production' (Kliebard, 1972) a view of teaching as an "applied science' 
and a view of a teacher as primanly an "executorn of tbe laws and pnnciples of effective 

teaching (Tom, 1980). This perspective renders itself to the technicaltradition of teacher 
education when the pnmary concern is with fostering the development of ski11 in an 
actual predaemiined task. Whether the specific task is worth puming and whether the 
context in which the task is to be carried out is appropriate are not primary 
considerations. The problern of teacher education within this paradia is constnied 
withiD an educational and social context that is accepted as given (Zeichner. 1983). The 
structural setting in tbis way serves as a barriet to recognition and experimentation with 
alternative structures keeping out of sight the fact that the existing reality is only one of 
the many possible alternatives that could exist. 

2.8. Resistance to change in teaclring 

Teachers have misted moving away from the traditionai method of transfemng 
knowledge to passive recipients. Freire attributes it to the difficulty that lies ia the 
creation of new attitudes - that of dialogue wbich is absent in the upbringing of teachen 
and the education they were exposed to. If teaching is to carry out education instead of 
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domestication, it must be converted into dialogue (Freire, 1973: 52). "Domestication" 
means making students passive recepacles for officia1 kaowledge, excluding al1 steps 
specificaliy designed to elicit discussion about the leamers' individual personal 
relationship to the situation k i n g  analyzed. In other words, the participants' sense of 
idenscation with the problems under discussion and feelings of responsibility for its 
solution remain unprovdred. Shor (1992) aptly argues thus: 

Domesticated students are no threat to hequality; they tolerate or celebrate 
the status quo. To be active, cognitive, and critical meant to Fkeire king a 
"subject" a person who has conscious goals and seeks meth& to reach 
them, someone who takes her or his place in the world as a thinlong citizen, 
a codeveloper of her or his education, and a re-maker of society who 
questions the unequal order of things. To promote this kind of democratic 
development in students, teachers have to fint develop it in themselves 
(p-99)- 
Teachers' resistance to dialogue as a pedagogic rnethod is a recumnt issue in the 

teaching enterprise. mire (1970: 40) noted that when members of the dites or those 

who have iotemalized values of the elites decide to work for popular empowerment, they 
show Yack of confidence in the peoples' ability to think, to want, and to know ... They 
talk about the poor but they do not trust them." Teachers from elite backgrounds are pre- 
disposed to tell the masses what to think, instead of engaging them in dialogue. Fieire 
concluded that "it is easier to create a new type of intellectual - forged in the unity 
between theory, manual labor, and intellectual work - than to re-educate an elitist 
intellectual." 

Albeit Freire does not discount the validity of such re-education when it does 

occur, however, the tendency of the bourgeoisie mind to retreat to its original camp holds 
some amount of tmth. Freire postulated that the old authontarian iaflexibility has a 
tendency of standing in the way of popular participation by the popular classes in the 
creation of a new education. This authoritariau iaflexibility views the reorgarüzation of 
education in favor of the popular classes as a task to be carrieci out by "experts" who 

know very well what must be done for the people (Freire, 1989: TI). The reduced role 
of students' voices demases their participation in the classes. When there is no moment 
for the students to make theit own meaning about the problem posed, mutual dialogue 
turns iato "teacherl y monologue and student si1 ence" (Ishor, 1992, p. 101). This c m  be 
frustrating to a young teacher who will decide to fdl back on the chalk and talk old 
method of the old education they tbernselves went through. The otigins of teacher 
resistance to dialogic approach to pedagogy are deeply rmted in the traditional schmls 



and colleges future teachen attend. Goodlad's (1990) study of American teacher 
education is dso intightful to the Third Wmld when he concludes tbat: 

What future teachen experience in schaols and classtooms during their 
y e m  as students profoundly shaps th& latter kliefs and practices. As 
teachers, they follow closely the models they have observed Mental 
Jtereotypes developed over years of observing tbeir own teachen are not 
challenged or fundamtntally changed, apparently, by their experiences in 
fonnal teacher prepatation programs (p. xüi). 
Acting under dinerent situations or reaiities, teachers Like any otber actors can 

ch- whether or not to comply with an order to adopt an innovation by assessiag the 

nsks and rewards of non-cornpliance and cornpliance dong with the risks of adoption 
and rejection. More subtly, the tacher-actor c m  choose ta comp1y with an order without 
actually doiag so, to comply temporarily until the threat of punishment is withdrawn, or 
to comply while covertly sabotaging the innovation. Re-packaged, centrally mass- 
produced innovations are not susceptible to much adoption. Teachers find that trying out 
new ideas and practices is more time and energy coasuming &an practicing what is 
famiiiar and routine. The autocratic management styles which still persist in education 
systems of Third World aatioos, very large classes, bard-pressing school hours, Iack of 
a more collaborative atmosphere have reduced the teachers' wiliingness to take nsks of 
trying innovations. According to Hurst and Rust, (1990) low pay and status of teachers 
tend to demoraiize them, and to weaken their professional comrnitmeat. This, in tum, 

causes them to lose interest in working extra bard or extra hours in attempt to bring about 

qualitative impmvernent; innovations aimed at reducing the cost of education tend to be 

seen as adding insult to injury (Hunt & Rust, 1990). Teachers who are prepared to 
change tend to be interested in ways which build on theit past expertise and efforts 
instead of overtuming or transfonning everything they did. Teachen in mid-to-late 
career teaching can embrace graduai and reespectfuî change with willingness but not 
radical transfomative changes (FuUan and Stiegelbauer, 1991). 

Whereas much research bas emphasized teachers as individuels the more 
integrated teachers work perspective has stressed the way by which teachers and teaching 
are shaped by social relationships. The individualistic framework has attempted to 
classify work and people in mon or less static (essential) categones. Individualism (also 
known as isolation or privatism), is characterized by situations in which teachen teach 
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aione mainly in thcir isolated classmam "boxes," giviag and receiving little help, advice, 
support. or feedback, and engaging in linle joint planning or refiective dialogue about 
practice (Fullan and Stiegelbaeuer, 199 1). Individualism has continwd to be the cultural 
form for most teachers. Although individualim is sometimes celebrated and justified as 

professional autonomy, history has created it, architecture and school timetab1es have 
reinforced it, and teachers have themselves actively and stlategicaüy retained it as a way 
of minimizing the oveivhelming constmints of bureaucracy. Some teachers prefer 
individuelism with the a h  of maintaining care and contact with their own students and to 
experience the comfort and creativity of personai solitude (Hargreaves, 1991.). Much as 
solitude ta certain individu& seems educationaiîy beneficial, widespread cultures of 

individualism appear to Lead to personal insecurity, lowered levels of nsk, and reduced 
leveis of teaching quality (RosenhoItz, lm). 

The classroom is normally viewed as a representation of both the teacher's 
mandated authority and the teacher's isolation. Much as teachers share collective 
problerns, in this individual worid, asking for help is viewed as a s i p  of weakness. The 
promotion of individualism concentrates on two aspects; independence and individuality. 
Within the culture of teachers. the comb'mation of isolation and a .  emphasis on the value 

of autonomy functions to promote an "ethos of privacy" (Descombe, 19û2: 257). As 
shared concerns become individualired concerns, privacy becomes valued as a source of 
teacher autonomy (Britzmao, 1986). This can be attributed to the extreme fragmentation 
of teachea, with its agenda and class dimensions, promoted by schwl management as a 
means of diffusing the possibility of collective action by teachers. The case is not 
different when teachers from different programs and qualifications are compared 
(Carlson, 1986). The ideological stress on teachers' individualism cleady militates 
against attitudes towards collective action by representing it as a negation of individual 
freedom. It is thus a powerful weapon, and detemnt, against collective action, and 

consequently against effeaive clsss struggfe. Harris (1982) has argued that teachers 
entnnched in tbeir individual independence and aware of th& individual uniqueness are 
less likely to unite in what is their basic histoncal stnigde. 

Then is also the tendency of bdkanization in the teaching profession. 
Balkanization is chanictenzed by the fragmentation of teachers into separate and 
competing subgroups (such as subject departments) pursuing diff'nt self-interests in an 
environment where common purpases, joint understandings, and multiple group 
memberships are. Hargreaves and MacMillan (1992) argue that balkmization makes it 
difficult for teachers to establish common school goals, leads to inconsistency and 
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redundancy in program and pedagogy, reinforces invidious political and status 
diffetences between dafmnt k i d s  of subjects and different forms of knowledge, and 

reduces teachers opportunities to leam fmm one another amss territorial boundaries. 
Collaborative cultures which stress non-contrived collegid relationships and 

express pinciples of help, support, advice, planning, reflection, and feedback as joint 
enterprises are more desirable in teaching and the teaching profession. Contrived 
collegiaiity is a fom of coliaboration that is administratively f o n d  more than facilitated 
(Grimrnett and C h ,  1992). W e  it can help to provide structured fràmeworks to get 
collaboration going, more often it captures, contains, and constrains it, subordinating 
teachersv purposes to those of administrators and engaging teachers in efforts that are 
supeficial, wasteful, or divisive. It is a fonn of collaboration that does not so much 
mate empowennent, as entrapment, enticement, or endavernent (Hargreaves. 1994). 

2.10. School and demoeracy 

It has been argued that there is a stroag history of undemocratic, repressive 
practices in formal education in Afncan institutions dating back as far as the colonial era. 
Authontarian colonial governors enjoyed wide powers with very few restrictions and 
dealt with oppoaents by jailing or exiling them. The new states adopted this colonial 
method of work that made it d i c u l t  for opposition to operate fnely which created fertile 
ground for dictatorship and military ngimes as the case was in Uganda during Idi Amin's 
despotic nile. As a consequence, best braias have continued to flee Afnca for America or 
Europe, especially Britain, partly because when they corne up with honest opinions they 
are called dissidents and hounded out and paitly because of other reasons related to brain 
drain (Rawnsley, 1990; Alatas, 1977; Watanabe, 1%9). Schaols in Afnca have been 

considered to be authoritarian institutions, acting as breeding grounds of a future 
generation of adult cititens brought up on the TyIerian bnreaucratic mode1 of organization 
inheri ted during coloaialism (Harber, lm). 

Stressing the control function ad the school Fder writes on Malawi as foilows: 

Even today, when politicai leaders talk about "modemizing schoolsw or 
"improving school effectiveness" they usualîy envision bureaucratic ways 
of organizing - sharpening lines of authority, subdividing labor into more 
routinalized (teaching or administrative) tasks, standardizing what is 
learned, and tightening evaluation of uniform knowledge and action (Quoted 
in Herber, 1W). 



The process of socialization is characterized by values that are necessary for the 
functionkg of bufeaucratic organization and the maintenance of social ader - obedience, 
abiding by the rules, loydty, respect for authority, punchiality, regular attendance, 
quietness, orderly work in large groups, working to a strict time-table, tolerance of 
monotony, and the ability to change fmm one situation to the next and ignoring of 
pmonal n d s  when ther  are imlevant to the task at hand (Sbipman, 1915; S h ~ t ,  1992; 

Herber, 1994). In such a highly structured classroom, the teacher exercises 
unquestioned authority in such matters as Sitting anangement anci movemeot; initiates the 
activities to be pursued by the pupils and controls communication channels within the 

group. This  kind of classioam enviro~~ment has considerable infiuence on the political 
orientations of the shidents as a result of being forced to conform to an authontarian 
system thughout childhood and adolescence. particularly when supplemented by other 
factors likely to encourage passive acceptance of authonty in later years (Datta, 1984, 

p.40). Harber (1990) has claimed that shortages of teaching materials, very large 
classes, traditional foms of assesment, the onrealistic content of textbooks and a Iack of 
training and motivation among teachers contribute to authoritarian teaching in social 

studies. 
McMunry (1988) has pastulated that human societies have been ûaditionaily 

characterized by taboo against questionhg their established structures of social d e :  a 
deep prejudice against wbich critical intelligence is posed as the bearer of humanity's 
education in the largest sense. Put dinerentIy, education is incarcerated witbia the role of 

an exhaustively prescnbed social given. Indoctrination modeled on the catechistic format 
of schooling triumpbs in the guise of teaching. In the schools, there is no nght to or duty 

of academic -dom of teachers or students; and no nght of appeal to authority of 
evidence and argument to determine what may be taught and leamed, The matter is 
decided by authotities extemal to the subject discipline itseif, and they normaliy caution 
against or d e  out whatever might be perceived as a challenge to prevailing opinion and 
power. On the other hand, when teachers take it upon themselves to denounce anything 
that does challenge social opinion or power, their "freedom to speak* is apt to be 

uanstricted though their evidence and arguments be without shred of scholarly writ. It 
clearly foîiows that the pattern of prohi'bition and allowance here has nothing to do with 
upholding democratic values or academic standards. but rather the opposite: sacrifcing 
democracy or academic standards to serve prevailing opinion. To what extent is critical 
inquiiy desirable and valued therefore remains a delicate question. 



The school system, iike civilization, r e q h  the philosophical tradition for value 
ovaview and criticism to enabie its development into intenectual maturity. The schools 

aie spiritually and pedagogically sapped by their failure of academic standards mdes ted  
through the pewasive boredom and apathy of the students and the cognitive closurr and 
inertia of teachers. As a result, "mear of coatroversy and guarantee of a captive audience 
leave the school system in a khd d medieval prison dhierarcbicd command and d o p a  

where living inquiry and debate have not yet been given the space they requin to breathe" 
(McMumy, 1988). 

However, Zeichner (1991) has argued that democracy can also be misguided in 
school community and kcome a setback to development. He has claimed that there are 

several potential dangers in commuoity empowerment in the public schools. He contends 
that ifdemocratic ernpowetment is taken to extreme, it can lead to a denial of teachen and 
administrators their roles in school policy making. One of the most important and 
difficnlt question that needs to be asked is: Ln the name of democratic cornmunity 
empowerment, what if communities desire and demand teachers who emphasize 
mernoriration and dnïîl, absolute obedience to authority, and punitive discipline? In this 
case, should the right of communities to dictate policy be accepted no matter whether the 
demand is at variance witb the judgments of profestional educators' view on how to 

educate everyone's children for citizenship in a democratic society? According to 

Zeichner (1991) if the teachen succumb to such demands, they would eventudy negate 
teachers' and administrators' visions for their schools. It appears that Zeichner (199 1) 

had in mind a form or variant of democracy that did not depict genuine equal participation 
of the parmers engaged in school-community relationship. 

Sometimes, what communities may assert for their schools may be in conflict 
with pnnciples of a democratic society, repressing particular points of view or 

discriminating against certain groups of people, for instance, a community may attempt to 
force the celebration of one group's religion on everyone in that school. It cumntly 
appears that arguments for teacher empowerment are viewed as a threat to either 
administrators' authonty or ta community empowement and arguments for communïty 
ernpowement are seen as threats to professional authority and to teacher empowerment. 
Following the priaciples of the aitical alternative paradigm, it would be prudent to airn at 
realizing the school as a democratic community that rsoognizes the legitimate rights of ail 

parties. At the secondary level, students would be included in the dialogue. The 
recognition of the rights of any particular group should not necessarily mean that the 

tights of othen are denied. Hence, ways to create conditions within schools so that al1 
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groups oui paxticipate in a meaningfut way in these deliberations need to be explored. AU 
groqs, especiaily students and parents need to k facilitated to acquire the awareness to 

assert their views in the face of claims of pmfessioaal expertise in a broad rather than 
namw view of school democracy. Most important among otber iestrahts in preserving 
the rights of al1 within a society are (1) nomepression, which prevents the use of 
education to " d c t  rational del'bcration of competing conceptions of the gobd We and 
the gwd society," (2) nondiscrimination, so that no child may be excluded from an 
education adeqoate to participation in the political piocesses that structure choice among 
good lives (Gutmann, lm. 

2.11. Critical perspectives on sehoot orgadmtion 

Bureaucraties tend to emphasize pmcedural and technical aspects, aimed at 
student performance to the detriment af discursive methods that would establish forms of 
community in schools. The development of intellectuals who can engage in 
administration with the aim of transformating the institutions as sites for dialogue and 
cultural spaces for the community is needed. Such administraton in a critical theoretic 
perspective would engage teachers in dialogue about the nature of schaoling in a class- 
based society and about the possibüities of achieving democratic representation in such 
institutions. Feminists have argued tbat administration is fmdamentally positivist and 
largely male-dominated. They contend tbat women are marginalized in responsible 
positions, which is largely tied to the suppression of women in the profession where 
"Old boy netwarks" tend to exclude women from appointment to administrative posts. 
Danylewycz and Rentice (1986) noted thus: 

Men and women are also distributed dinerently in the intemal labr market: 
infant schools are strongl y feminized, but secondary school science 
deparhnents and school management are masculinized. There are many 
women teachen, but they are most commonly guided, directed, and 
controUed by men (p. 138). 
Schools are viewed by feminists as segregated p l s  of labor, organized on the 

basis of gender wbere men domùiate all lines of positions in education and women are 
under represented in upper grades subject areas, in administrative posts in schools, on 
teachers association executives, and in ministries of education; and that in addition, they 

make little money. School counselors also discourage gids from aspiring for some 
professionai courses while they easily recommend ta them what are claimed to be 
"ferninine" courses like Home Economics. The cumculum and textbooks also 
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margiaalise, mis~eptese~t , and relegate women to traditional roies. It appears, thenfore, 
despite the stated objectives and legal requirements of educationd systems, females have 
not benefited to the same extent as males. Administrative structuns and practices that 
favored males, cumcdurn and resources that ignond females, and teachen who 
consciously or unconscioluly paid more attention to males and their needs have k a  

factors 1eading to hequality and female domination. The Ianguage, course content, and 
atmosphere of the school deüver dinerent messages (Mrilemwa, 1993; Meis, 1986; Gore, 
1992; Gaskell et al, lm). 

The modern school organization continues to reward individualinn more than 
community, competitiveness more than cooperation, and 'justice" mon than caring; each 
characteristic that is rewarded tends ai= to be associated with a male worid view (Apple, 
1993; McLaren, 1989). Feniinists postulate that rather than considering administration in 
tenns of "contmlw, it should be considered as a "constnicting" endeavor, one that 

attempts to build bonds between al1 parties kvolved in the schwling effort. Feminists 
argue that the current culture transmitted in schools is one saddled with a history of 
masculine domination and insensitivity to the needs of other groups. They contend that 

schools should become places of cultural transformation, for the raising of consciousness 

about issues of power and domination. This perspective dso observes that the 
centralized bureaucratie nature of schmling in many couneies contributes to a hiemhical 
mode1 of administration more appropriate to the militaristic "fatherw image of couquest 

than it is to a more urgently needed "mother" image of suppoa and numirance. Schools, 
and administration should no longer be sites of training the young in the ways and means 
of securing world supremacy, but rather places for Lindness, where the young are taught 
their own worth and the value of humans (McLaren, 1989). Apple's (1993) work 
suggests that schmls and their administration be sites for the development of respecthl 
relationships betweea adults and cbildten, rather than the sites for control of others. 

The pmject for critical alternative paradigm challenges administration with its 
bufeaucratic control oyer institutions in favor of voluntaristic achievement of mutual goals 
identified with leadership. Leadership here denotes what Burns (1979) termed 
"transformational leadershipw, which seeks to raise the consciousness of followen with 

the goal of achieving mi and inteodeci changes. Such a leadership requins the voluntary 
cobperation of foliowers in a mission identifid by both followers and leaders as one of 
sipificance. The emphasis in critical approaches has often been on the formation of 
democtatic communities where decision-making is achieved through active (not 
manipulated) participatory involvement of all people. 
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2.12. RePUties in teacbing and prolssionnl identie 

Hargreaves (1994) has insightfully argued that: 

to speaL of the nalities of teaching is to aâdress the nature and organization 
of teaching not in tems of ideals, fantasies, madels, or rhetoric, but in 
terms of the complex acniaiity of the work, and the day-tmhy shape it takes 
with red teachers, in real-classrooms, in reaï schmls. To speak of the 
nalitiesof teachiag, therefore, i s  to speak of teachuig -descriptively, not 
prescriptively: of how it is, more tban how it shodd be. It is to see teaching 
in a holistic manner, as complex hterco~ected sets of tasks, purpuses, 
requirements, and consiraints; rather than fragmented domains of 
knowledge, skills or motivation that can be addressed or improved in 
isolation. Understanding the reaiities of teaching and engaging with them 
effectively, therefore, entails understanding and engaging with what 
teachers actually do, ratber than cajobg or exhorting them to do something 
better (Hargreaves, 1994, p.6208). 

Educational reform. and teacher reform in pticular, rarely recognize the realities of 
teaching. Efforts to improve the quality of teaching have tended to focus on 

characteristics of individuds, on knowledge, skill, and personal qualities - much more 
than on the patterns of work organization and leadership which limit or liberate teachers 

in their work. In the modernization paradigm, it is commonly argued or assumed that 
poor teacbing quality tends to result from an absence of knowledge. skills or qualities in 

individuals. It impües a deficit mode1 of teaching, where poor quality results from 
deficiencies in personality, gaps in leaming. or weak matching of teachers' cornpetencies 

to the tasks they are required to perform. 
Teachers are not just technical leamers. though; they are social leamers too. As 

social lemers, teachers actively interpet, make sense of, and adjust to the requirements 
their conditions of work place upon them. In this vïew, what some might judge to be 

poor teaching quality is often the result of reasoned and reasonable mponses to the 

occupational demands: from interpretive presences, n a  cognitive absences; fmm strategic 
strength, not personal weakness. "Poor" teaching qudity, in this respect, often results 
from poor work environments; enhanced work environments which are more 

of efficacy and the degree of positive ifluence they exert on student achievement 

(Rosenholtz, lm). 
Political and administrative devices for bnnging about educational change and 

improvement usually ignore, misundentand, or ovemde teachen' own desires. Change 



devices usually rely on priaciples of compulsion, constraint or contrivance to get teachers 
change. They presume that the standards an low and young people are failing or 
dropping out because the practice of many teachers is deficient or misdiïected. The 
remedy for these ddicits and deficiencies, pditicians and aclministnitors klieve, needs to 
be a drasiic one, c a b g  for decisive devices of intewention and control to make teachers 
more skiUed, more knowledgeable, and more accountable (Hargreaves, 1994). Yet, 
teachers modify thek pfactices in conformance with theu uaderstanding of students with 
whom they work mon so than in reaction to oficial policy (Mm and Collopy, 1994; 

Abagi and Cleghom, 1990). Richardson (1991) has argueci that an understanding of 
teachers and teaching requires an understanding of the minàs of teachers and snidents. 
That it is the beliefs, theories, and understandings of teachers that underiie whatever 
predictability that will be found between student and teacher behavior. Teachers' 
perceptions of students are filtered thrbugh their belief systems and mediate their 
behavior. Teachers continually change their practice in response to students' needs and 
in reaction to the development of their own pmfessioaal knowledge and expertise. 

Teaching can be viewed as a matter of strategy; the ways in which teachers teach 
evolve as strategies to pursue purposes important to them. These strategies develop as 

ways of adjusting to the particnlar pressures, contingencies, and expectations of their 
eavimnment. Where these pressures are extreme, teachers' strategies become desperate 
as a matter of sheer survival. Even in circumstances that are favorable, al1 teaching is in 
part a constructive trade-off (sometimes calculated, sometimes routine and taken for 
granted) between ideal purposes and practical realities. The comection of strategy to 
context is cornplex, for teachers' strategies are mediated by al1 kinds of other factors. 
such as the teachers' personal biography, carrer stage, educational purpose, and the ethos 

or institutionai bias of the school. The context teachers' work in is extremely important in 
influencing teachers' actions and help to shape the coping strategies which charactenze 
their work. 

Rafessional commitment is descnbed as the teacher's commitment to being 
knowledgeable, competent, and instructionally effective. In other words, it is about 
doing a good job. Book and Freeman (1986) have argued that in secondary school 
teaching, professionai cornmitment is maidy invested in subject mastery and subject 

expertise. Cornmitment to teaching a subject is one of the main masons why secondary 
teachers enter the profession. This bas meant that care for individual students is less 
important for a teacher which is a repeated difficulty that affücts the capacity of many 
secondary schwls to become more carhg communities for their students. Furthemore, 
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subjects are not just inteîiectuai communities but alsa social and political communities as 

welI because, the argument goes, they b e ~ t ~ v  meaning and identity on those who teach 
in them. Hargreaves (1994) States thak 

Secoridary teachers are socialized into mbject identities and commitxnents as 
school and university students. The subject department is often more 
meanîngful and visible community for them than that of the wider xbool. 
Subjects and their departments provide the major lines of career 
development and progression at the secondary school level. Roposals for 
c ~ c u l u m  integration which challenge teachers' subject are therefore 
constnied as much more than rational attempts to nconstruct fields of 
knowledge and learning in tune with the needs and demands of 
contempomy times. They are also perceived and deeply experienced as 
thmats to carrer. secunty, identity . and fundamental senses of competence. 
... the fearof appearing incornpeteut in front of ones colleagues, is 
perhaps the most basic anxiety of d l  in teaching (Hargreaves, 1994, 
p.6209). 

Roposals for cumculum integration therefore strike at fundamental and deepseated 
realities of professional cornmitment, subject identities, and desires to retain competence 
among the teaching force. 

Research on teachers' lives has a tendency of explairhg the relationship between 
teachers' lives in a one-sided way: with life affecting the work but not vice versa. At its 
worst. this bias lends support to deficit-based explanations of teachers' problems when 
they may actually have their mots in the conditions and management of the work place 
(Ashton and Webb. 1986). What is worth aoting is the fact that problems in the 

workplace can have a profound impact on Me outside it This can happen positively as 

well as negatively. Hence, there is a need for forghg a bond between research on school 

improvernent on the one band and teaches' lives on the other; to see whether, in the long 
tenn, successful and i~ovat ive  schools drain their teachers dry until aothing of their 
personal lives is Ieft, or whether they enrich and energize those lives through the ways 

they generate personal enjoyment and fuLfiilment. 

2.13. TheorCziag on teacliing: the cr i t i ea i / trandove  paradigm 

The critical alternative paradigm seeb to foster a problematic attitude on the part 
of prospective teachers towards existing institutional arrangements. Advocates of thi s 
paradigm argue tbat fostering the development of orientations and skills in the teachiag of 
cntical inquiry does not imply that technical skills of teaching are irrelevant. On the 



contrary, the logic underpinning this approach is that technical ski11 in teaching is to be 

highly valued not as an end it seIf, but as a means for bringing about desired ends 
(Zeichner, 1983). The prospective teacher is vieweâ as an active agent in his or her own 
preparation for teaching. Underlying this appmach to teacher educatioa is a metaphor of 
"liberation". A liberated person is one who is "free fiom the unwanted coutrol of 
unjustified belias, unsupportable attitudes and the paucity of abilities which can prevent 
that person from completely taking charge of bis or her He" (Siegel, lm 16). 

The pmess of inquiy requins that prospective teachm problematize what is 
taken for granted about the role of teachen. the tasks of teaching and schaaling in 
general. h m  this point of view, the task of teacher education is to develop prospective 
teachers' capabilities for reflective action and to help them to examine the moral, and 
political issues, that are embedded in their everyday thinking and practice. The teaching 
of technical skills associated with inquiry (e.g., observation skills) and the fostering of a 
disposition toward a critical inquiry (a "critical spirit") becomes the a i s  around which the 
preparation revolves. The development of technical skills in teaching and the mastery of 

content Icnowledge is always addrrssed within this broader frarnework of critical inquiry 
and viewed as a pmcess of mastery that wiil bring about woahwhile ends. The whole 

question of both teacher educators and their students from this point of view is in 
detennining which education goals, educational experiences, and institutional 
arrangements lead towards forms of life that are mediated by justice, equality and 

concrete happiness; existing practices within both the schools and the university are 
scrutinized for their contributions to these ends (Zeichner, 19éB). 

Critical theonsts contend that the values most teachen use in teaching are of the 

elitist dominant culture which were intemalized during their socialization mowles and 
Gintis, 1976; Fteire, 1970; Shor, 1992). This, in part, accounts for teachers' inabiiity to 
criticize ideologicd shortcomings that close their opportunities for empowenng the 
students. The views teachers hold towards the students sometimes lapse into liberal pity 
that is incompatiiile with the critical frame of reference necessary to examine school 
situations. McLaren (1979) argues that a pedagogy that is dominated by the values of the 

dominant class spiced with liberal doses of humanisai reader the teachen ineffective in 
educating cornrnunity members and students about how power relations in society work 
under a dominant ngime of truth. Macedo (1- has attributed it to teachers' inclination 
to the degree that they have invested in the system that rewards them for reproducing 
dominant mechanisms designed to produce power asymmetrïes dong the lines of race, 



gender, class, culture and ethnicîty. To overcome this, teachers would require to make a 
conscientious &ort to link symbolic mistance to the goal of empowerwnt, and to treat 
cumculum as a fomi of cultural politics. 

The analysis by critical theorists of the economic and cultural reproduction 
proces helps us to understand the powefil socialization fanctons the schoals perform 
for society. Their perspective is to direct us t a  question the feasl%lity of educational 
refonn divorced from societal refotm. However, the problem with this language of 
critique tends to generate a discourse of pessimism and despair in which actions by 
teachers and students to mate change in the face of pervasive social, economic, and 
cultural foms seem hopelessly fatile and naive (Gimux, 1984; Bell & Schniedewind, 
1987). Iiuluenced by works of Gramsci (1971) and Fiein (1985) some cntical theorists 
have iealized that a mere description of economic, cultural and structural reproduction is 
inadequate without going beyond mechaaistic determinism that studeuts are prepared to 
fit into designated pigeonholes in a stratified and unequal labr force (Apple, 1982; 
Leggo, 1992; Bell & Schniedewind. 19û7). Giroux (1988). McLaren, (1989) and Apple 
(1982) have maintained that schools do not merely reproduce dominant social relations 

and interests, as Bowles and Gintis' (1976) rather mechanistic correspondence theory 
posited, but are also socially constructed sites of contestation, actively involved in the 
production of lived expenences. This creates spaces for progressive teachen to play a 

transformative d e  in schools and society, and challenges critical theorists to develop 
guidelines for more effective critical pedagogical strategies "that involve students as 
membea of a leaming community to counteract current methods that isolate and mat 

them as individuaï consumers competing for grades" (Ben & Schniedewind, 1!3?37). 

In most cases, disempowered teachers produce their iike except in some cases 
where some teachen and -dents have resîsted and ~be l i ed  against the whole pmcess of 
"indoctrination", "stupidifcatimw ~ c e d o ,  lm), and toxifkation (Bmlnield, 1986). 
This is possible with a teaching force wbose training is rooted in Antonio Gramsci's view 
of a teacher as a transformative organic intellecnial who takes the stance of a 
revolutionary chnracter and moral content of the work of Paulo Freire (Torres. 1994; 

Kozol, 1972, Shor, 1w. The empowermmt of teachers within their profession and the 
promotion of professional development of teachers are now regarded as primary 
sirategies for revitalking the teeching profession. Teachers themselves, not &ers acting 
for them, must take control over their professionalism and evaluate their own work if an 
impulse towards pa ter  quality education is to be generated. SeveraI ways of supporting 



teachers include "the teacher as a mearcher". Hcrr the teacher is seea as an organizer of 
professional growth, who asks relevant questions about his or her teaching, collects data, 
analyses his or ber own work, cornes to personaiiy and contextually embedded 
conclusions, and in so doing creates a greater awareness and irnpehis for action. 
Coliaborativetuims of teachers, who study theu teaching and work together in order to 

leam about themselves is viewed as a fniitf' strategy. The benefits of teacher research to 
teachers and students are weU documented (Rudduck, 1985; Queenan, 1- Kuicheloe, 
1991; Goswami and Stillman, 1987). These include an incnased sense of 
professionaiism, the intellecnializing of and coatrol over theu work, and the modeling of 
how to Ieam and tâe ability to d e c t  critically on th& own teaching. Students benefit 
because their needs become the focus of teachers and through the development of a 
community of leamers with teachers, they gain increard ownership of their work. 
Teachea can enrich their pedagogical knowledge by engaging in inguiry and reflection 
that contributes to a ise  their perceptiveness and professional growth (Liston and 
Zeichaer, 1990; Tillema, 1994; Vilar, 1994; Schon, 1987). Reflective teaching refers to 
a process of critical analysis whereby teacben develop logical reasoning skills, 
thoughtful judgment, and attitudes supportive of reflection. Reflective teaching and 
teacher education favor curriculum integration. Educators argue that an interdisciphary 
curriculum increases student teachers' motivation, enables the learners to confront 
pmblems that are ignored by separate disciphes, and relates educationd cumculum and 
research to student teachefs own insights, reflections, and judgments (Viar, 1994). 

In 1%7, John Stuart Mill drew a distinction between a wide meaning of 
'education' as - 'whatever helps to make the individual what he is, or hiaders him from 
king what be is not" (cited in Harris, lm). This is stül consistent with the role of 
education as Freire (1970) contended that it has both überative and oppressive power; 
emancipating as it disowns and destroys Jome; pnvileges and deprives othefs at the same 
time (Sirnrnons, 1980: Ldat, 1- lm; Bacchus, 1981). The teachers' work, which 
involves conscious aod unconscious pmcesses and effects, is both shaped within, aad in 
hirn shapes, relations of power. Teachers' practice in economic and cultural production 
creates esymmetries in individuals' and groups' capabilities to defme and nalize their 
needs. Teachers' work is therefore political action because, consciously or 
unconsciously, it serves to c d o n a  or contest the ptevaihg social order (Seddon, 1994; 

Mclaren, 1989). The essence of education in which a teacher is the primary agent should 
c 

be to cultivate an inquiring mind which proceeds by posing questions: by interrogating 
subject matters or reality itself so as to lay underlying comections or structures barp. 
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Such question-posing becomes critical when it not only reveals the shape or nature of 
what is, but dso reveds what is problematic; it calls for a reconstruction of position or 

fact to achieve some more adequate understanding or action. But th is  would require an 
environment that is non-authontarian and non-represîive or (organized institutional and 
state structurai violence) (McMurtry, 1988). 

In the context of contributing effectively to national development, Ugandan 
teachers clearly need to be challenged to consider the possibilities of a critical and 
reflective paradigin of teachurg and learning. However, while the* is an emergent body 
of research on teaching in Uganda, including theses conducted by Makerere University 
graduate students in Education, the predominant thrust and methodologicai orientation of 
such research have been shaped by the modemization paradigm. This perspective has 
not given adequate space to teachers' voices to namite their lived expenences and stories 
regarding their daily realities, and how this shaped their lives and work. It was, 

therefore, timely to design a meaich study that does not take modemization principles 
for granted, and which facilitates teachers in thinking through the everyday realities of 
their profession and exploring the relationships of those redities with wider societal 
dimensions of development. 



3.1. Introduction 

Qualitative methods are generaiiy supporteci by the interpretivist paradigm, which 
porûays a world in which reality is socially constrncted, complex, and ever-changing. 
Researchers oriented to this methodology deal with multiple, sociaily constructed reaüties 
or "qualities" that an complex and indivisMe into discrete variables. They regard their 
research task as coming to undeisiand and interpret how the various participants in a 
social setting constmct the world around them. To make theu interpretations, the 

researcher must gain the multiple perspectives of the participants. In this methoddogy, 
the researcher is the principal instrument through conducting observations, asking 
questions, and interactions with the research participants. The concern with researcher 
objectivity is nplaced by a focus on the impact of subjectivity on the research process 
(Glesne & Peshkin, 1992). As Mill (19s) criticaliy observes, if humans are studied in a 
symbolically reduced, statistically aggregated fashion. there is a danger that conclusions, 
although mathematidy precise, may fd to fit reaiity. 

This study used a qualitative research design. This methodology was deemed 
most suitable for the study p d y  because of the nature of the research problem that was 
under investigation. It was also the methodology most consonant with my sociaiized 
world view. 1 was attracted to and sbaped a research problern that matches my personal 
view of seeing and understanding the world (Glesne & Peshkin, 1992). As Schwandt 
(1989) posits: 

Our construction of the world, out values, and our ideas about how to 
inquin into those constructions, are mutoally self reinforcing. We conduct 
inquiry via a pdcular paradigm because it embodies assumptions about the 
world that we believe and values that we hold, and because we hold those 
assumptions and values we conduct inquiry according to pncepts of that 
paradigm (p.399). ( Quoted in Glesne & Peshkin, 1992). 

1 thenfore found qualitative methods most appropriate for this research since they are 
helpful to uncover and understand what lies khind the "complexity, the contradictions, 
and the sensibility of social interactions" (Glesne & Peshkin, 1992, p.6) of any 
phenornenon. Qualitative methods werr able to give intncate detailed reflective insights 
into the problem 1 investigated, insights which would bave been difficult to elicit and 
convey with quantitative research methods. As a participant noted: 
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a questionnaire ... leaves many things &siredg Clm~cation is not there, 
when sumeone is answenkg it he mcry mz be ktheted, h m  c m  I be sure 
thm whai he haF gathered Lr going to be usefui, such things m; August 9, 
l99S]. 

Another participant was in favor of a questionnaire as she pmposed that: 

I would suggest that where possible mybe  you could give us 
question~ires such that one Iooks at the questionr and looks for the 
possible rmswers. Becmrrc reaily ldon't kumt but at times you find maybe 
thinking quite hurddthe mind is mnedekewherew; August 9,1995l. 

Through teachers' narratives, therefore, it was in creating the more detailed 
understanding of teachea' beliefs, conceptions, and attitudes that qualitative nsearch 
methods were very helpful. Focus p u p  inteiviews, in-depth one-to-one interviews, 
observations, document anaiysis were used to gather àata for the study. 

3.2. Research questions 

In delineating the parameters which guided the questions, interviews, and the 
discussions, the Ugandan context where communication and interaction has its own 
unique cultural patterns was put into consideration. The research question and the 

following supporting questions under various themes, therefore, were conceived to guide 
the study: What is the perceived and aaual d e  of teachen in their contribution to national 
development in Uganda? 
(i) Teachea professional identity: (1) What do teachers consider to be the sources of their 

professional identity? (2) How do teachers conceptualize their own learning to become 
teachers? (3) What are the teachers' views on theu training in preparing them relevantly, 
competently and eff'tively to nspond to needs of national development? (4) In what 
ways do teachers feel they were empowered during their preservice or inservice 
professional education in order to be able to facilitate their students' empowement 
towards active citizeasbip for nationai development? (5) In which ways do teachers feel 
attached to the teaching profession? (6) What possibilities do teachers see in 
professionaily playing the rde of transfomative intellectmis and undertaking the tasks 
and responsi%ilities of a aitical paradigm d teaching? 
(ii) Lie in Schools: (1) How democratic is the school climate (including dimensions of 
authority, discipline, gender, socioeconomic differences and ethnicity) for bringing up 



citizens who are empowered and experience lived priaciples of justice, equity, cultural 

respect and huma. ri-? (2) What are the pedagogical inclinations of the teachers in 
secondary schools? (3) To what ertent, and in what ways, do teachers participate in 
planning decitions of the cUmcuium they teach? (4) Wbat is the teachers' view of the 

administrative dimensions of schwliag? 
(iii) School and Community: (1) What khd of relationships do teachers feel exists and 

should exist between the school and the community? (2) in which way does schwl 
preserve and contribute to the development of indigenouSnocal cultans of Uganda? (3) 
What kind of bowledge do teachers think they acquired or should acquire during their 
professional preservice or inservice preparation that helps them to participate in 
community development? (4) In which way is vocationalization making schools m m  
linked to the community? 

(iv) Coaceptualizîng Societal Development: (1) In which ways does the perception of 

teachers, school administrators, and policy makers influence societal development? (2) In 
which ways do teachen, school administrators and poiicy makers consider education to 

be relevant to the needs of societal development? (3) What are the teachers', school 
administrators' and poiicy makers' paradigrnatic orientation(s) towards educatioa? (4) In 
which ways do teachers view themselves contributing to the building of a more self- 
reliant, democratic, just, and peaceful society? 

3.3. Scope and samplliy 

This study mainly concentrated on Makerere University graduate trained teachers, 
teaching in 5 secondary schaols situated in the southem geographical region of Uganda, 
taking into account both aspects of TpcaYmarginaIized, remote countryside and urban 
setting. As earlier noted, Makerere University constitutes the pnmary source of 
secondary trained teacbers in Uganda However, in selected schools where it was found 
that Makerere University graduate trained teachers did not exist, the teachers who were 

sustaining those schooIs and mainly from National Teachers' Colleges (M'Cs) were 
included in the siudy in order to reflect thet aspect of reality o W n g  in the envimnments 
of those schools and the communities where they were located. A total of 43 teachen 
were purposively selected, 27 from two urban and 16 fmm three rural located schools 
(including school administrators). The schools in a typical urban settïng that were 



explored in the study found in Kampala &y, were, Standard High School and Ndoona 
Girls SSS (Senior Secoodary School). The rival mas were those located far away and 
deep in parts which an! characterized by poverty and other facets of marginalization; 
Bunono SSS. in Rubaie District and Muduma SSS. and Mirama SSS. both in remote 
up-country district locations. The nal names ofpariicipmts and schools that todr part in 
the study are not used in order to pmtect their identity. Hence, respondents are identifîed 
by pseudonyms. Foiiowing is table 1 showing participant teachers accotding to schools 
that participatecl in the study: 

Table I 

Teacber wrtici~aab accord[gl to schools 

Schoot Male 

Ndoona Girls SSS 11 

Standard H.S. 5 

Mudurna SSS 5 

Mirama SSS 5 

Bunono SSS 5 

Total 

15 

12 

6 

5 

5 

Total 31 12 43 

* This table includes schod administrators ammg the teachers 

Since teachers in some schools displayed a diverse range of Merences in tems 
of ethnicity, abject specialty. seniority orland gender. 1 decideci, as part of purposive 
sampling, to consider how k s t  1 could take care of such dinmnces after weighing 
implications each one of them might have had for the nsuits. But consideration was 

given to these variations for purposes of estabüshing balanced representation in the focus 
groups and those who later on participated in in-depth interviews . The teacbers who 
participated in in-depth in te~ews  were purposively selected from the teachers who took 
part in the focus gmup interviews. 



Participation in the focus groups, as earlier mentioned, was based maidy on the 

basis of gender, abject specialty, seniority and etbnicity stressing diversity in 
representation. Some ochaols which were selected fmm niral m a s  did not have female 
teaches on their staff. Ia some cases, rurai locattd schooIs had less tban three female 

teachers. In such situations 1 included all female teachers in the study but due to 

individual petsonal problems, some were not able to participate. The smali female 
population in the sample paiticularly in the niral located schaols seemed p d y  to reflect 
imbalances in the distribution of female teachers in the country. Possibly, this could be 
explained in terms of the 'difficultn conditions devoid of modem social amenities 
available in toms which teachers held responnile for making remotely situated schools 
less attractive to teachers. Teaching at seconüary level reflected more male than female 
teachers even in a single sex girls' school like Ndoona. Table II shows gender 
distribution of teachers among schobls which participated in the study. 

Table II 

Scbool Male Female Total 

Ndoona Girls SSS 34 21 55 

Standard H.S- 55 43 98 

Muduma SSS 18 2 20 

Mirama SSS 14 3 17 

Bunono SSS 7 1 8 

Total 128 70 198 

A total of 6 teacher educators from the School of Education at Makerere 
University 1 fmm National Teachen' College (NTC), and 1 fmm Institute of Teacher 
Education Kyambogo (ITEK) also participated in the study. The number of pdicy 
makers mainiy from the Ministry of Education and Sports and other educationists was 
10. These provideci supplementary information to that of the primaiy infonaaats (teachers 
in the five schools). Thus. there were a total of 61 participants in this study. Table N 
presents ail the participants in the study: 
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Tabale III 

~ a n t s  in the sfpdv 

Categor y Male Female 

Teachers 30 7 

Teacher Educatocs 4 4 

Sch. Administrators 3 3 

Policy makers 7 3 

Total 

37 

8 

6 

10 

Total 44 17 61 

This study also benefited €mm views of several participants who were taking part 
in other forums. For instance, views of participants in a conference on Education for al1 
were a sigdicant resource to this study. A one day workshop in Masaka on "Corporai 
Mshment and Defilement" for primary teachers in rnunicipality schools was also 
insightlul, and a two days semiaar for secondary school teachers in Kampala schools. 

Given the time that was available to couduct the study, it was coasidered prudent 
to confine the study to one region of the country which in this case was the southeni part 
of Uganda. The reason why I chose this region is that it is an area 1 am reasonably 
farniliar with compared to the ather parts of the country. 1 was even in position to 
understand and speak m n e  of the laquage diaiects used in the Southem region. This 
enabled me to establish a rapport in the schml setting and the community in a minimum 
pend of t h e  that it would have been in another region. 

3.4. Gainiag entry into the field 

From the University of Alberta, a letter was written to introduce me to the Uganda 
National Council for Science and Techndogy. I was provideci a temporary clearance to 
begin the field research pending the processing of the identity card through the 
Presidents' Office. However, in the schools where the study was conducted, no school 
administrator asked whether 1 had permission or not. They relied on rny persona1 
introduction and credibility . I sougbt permission to visit the staff robm to establish an 
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infornial rapport with members of stanparticuiarly at tea break when most of the teachers 
would k amund and free from class. 1 declined officia1 introduction to teachers by 

school administrators. The purpose was to avoid a topdown approach of entering the 
research site with high sounding and forma1 introductions by the administration. 
Teachers tended to be willing to participate in the smdy except when my t h e  coincided 
with the school general tïme taMe. The process involved presenting oneself oidinady 
and simply as much as possible although in one school, 1 was told that 1 did not look Elce 
a B.D. candiàate because 1 was dressed in a T-sbirt and flat shoes. I was told 1 should 
be dressed in a suit and canying a sizable brief-case. However, for visits to policy 
maken, simple attire did not achieve entry as I had expected. In some cases it muireci 
formal drrssing so as to meet the expectations of the tespondents and making them feel it 
was worth spending their t h e  taking to me. ûtherwise, at fmt, the secretary in one 
office denied me access to her boss mistaking me for a journalist who wanted to write a 
story about her boss. It therefore ciicked in my mind that forniai dress for such a setting 
would be required which proved to work out in subsequent visits. 

3.5. Focas gtoop interviews 

A focus group is an interview style designed for small groups. under the guidance 
of a moderator or a facilitator whose primary task is to draw out information from the 
participants. The focus group structure was intended to encourage participants to speak 
freely the attitudes, opinions, values and beliefs they possess (Berg, 1995). In this 
study, 1 used six focus groups in five differeot schools. The informants in these groups 
included non-University graduate teachers. Participants were dected according to certain 
characteristics they had in commoa that could benefit the study patticularly their training 
background and willingness to participate in the shidy. Participation in the study also 
depended on how the school's genersl tirnetable conveniently ailowed teachers to take 

part in the mdy. 1 endeavored to create a permissive environment in the facus groups 
that made it possible for me to elicit different perceptions and point of views, without 
pressuring the participants to rcach conseasus. The aim of the facus group interviews 
was to establish and jdentify trends and patterns in the perceptions, beliefs, and actions 
of the participants in relation to national development goals. 

Befon ptoceeding to do another focus gmup discussion, 1 preliminarily analyzed 
the data collected from the previous one. This analysis enabled me to discover questions 
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and to modify those I asked in future interviews (Spradley, 1981, p.92). Glesne & 

Peshkin (1992) noted that context-band questions emerge dong with unexpcted 
patterns and new understandings through the evolutioaary nature of qualitative inquiry. 

Towards the end, 1 provided the participants with surmaries of the previous focus 
group discussions to revisit them for purposes of vaiidation, authenticity and credibiity. 
Whenever they said, "that is not wbat I meant," then 1 was in a position to tap what they 
considered to be th«r most authentic views at tbat moment. After focus group and in- 
depth interviews in ai l  schools, a seminar was conducteci to &are with all the participants 
preliminary outcomes, patterns and trends that were emerging from the research study. 
The intention was to create further opportunity to validate =me of the views expressed in 
earlier interviews. 

3.6. In-depth interviews 

The focus p u p  interviews were used to help me to identify the sample for in- 
depth interviews. Indepth interviews were sought with 8 teachers (2 from each school) 
as the principal participants in the study. To meet the time constraints, ody  this small 
number of the sampled teachers were concentrated on in in-depth interviews. A 
purposive sampling strategy enabled the 8 individual interviewees selected to refiect 
possible differences due to gender, region of ongin, and age. In-depth interviews aiso 

allowed me the oppominity to explore issws that facus gioups would have been inhibited 
to discuss. Wbat one participant pointed out in one fbcu~ group confvwd this belief: 

Well, there are SOM supics which c m  be discussed by the whole groüp - 
the teaching staff for urmple here, and in most cases they c m  be g e m l  
but there me ako some topics where an individual is supposed to be 
reserwd becuuse you cannot be sndied &eply tu the extent t h  you know 
thatyou are a safc person m; August 24,19953. 

In preparing for the interviews, I drew fmm the existing knowledge of the 
research topic which helped me to detemine a list of Wely and useful information in 
preparing the questions. Efforts were made to interview the informants at least two or 
t b e  times. 1 used opencnded interviews or unsmictured interviews simiiar in format to 
the focus groups. This took a "conversation with parpose appmachw which was "non- 

directive". It facilitated and allowed flexibility, a fner response and modification of 
questions and even the pursuit of new and unexpected topics that proved relevant to the 
study. It took the fonn of dialogue between the researcher and the informant so that a 
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real exchange of views took place. When the informants asked questions about the 

nsearcher and wbat the research was an about 1 willingly explained to them. This 
established and euhanced the relatïonship while at the same time it increased cooperation 

(spdley, 1981, p.92). 

Interviews were also used to gather supplementary data fmm infonaants that 
would not eady k possible to access in focris groups. Headrnasters were i n t e~ewed  
since thev inclusion in focus groups could have inhibited teachen' f n e  interaction and 

expression of th& views. It was also assumecl, and as it pmvcd to be the case, that time 
would not d o w  Head teachers to fit in focus group rhedules These interviews also 
included some Minisüy of Education oEcials and members of related organizations like 
the Teaching Service Commission (TSC). National Curriculum Development Center 
(NCDC), members of the faculty in the School of Education, including the Dean and 
some of the Heads of departments. One of the National Resistaace Movement (NRM) 
secretariat officiais, the Deputy Political Cornmissor participated in the study as an 
interviewee. As the political organ of the govemment in power, it was expected to 

provide the snidy with the political ideology the NRM. govemment was currently 
following. The NRM views were to infonn the study as to how the teaching profession 

was king utilized to realize the NRM development program, and any problems therein. 

3.7. Participant observatîom 

Some participant observation of the sample of teachers was canied out as they undertook 
their day to day work in schools. These observations were follow-ups on questions 
which arose fiwi the focus gtoups and in-depth interviews as part of the vdidity process 
by cross-checking how the professed values and beliefs synchronized with the actual 
actions of the participants in their social conte* The advantage of this method was that 1 
was able to carry it out unobtnuively, and 1 did not entirely depend on the willingness of 
aoy pdcular participants to report on th& behavior (Berg, 1995; LeCompte & Reissle, 
1993; Whyte; 1979). But for purposes of ethicai considerations, 1 endeavared to discuss 
my observations with any particular observed participant before 1 left the site of the 
study. In doing so, 1 sought their opinions aimed et validating my observations 
according to the individual actor in his or her setting as viewed by the participant's 
perception of reality. 



3.8. Dociments andysis 

Information provided fmm the teachers was further supplemented with data from 
documentary analysis and archives. Most of the materials w m  sought by myself in the 
iibraries in my home country Uganda Acœss to some documents quimi permission 
obtainable from the National Research Cound and Techaology to authorize me to 
coaduct nsearch in Uganda. Document analysis involved a cornparison of data from 
primary documents iike the Education PoIicy Review Commission Report (EPRC, 1992) 
aad a Report of the Curriculum Review Task Force, 1993; Report of The School Charges 
Review Task Force; NRM Ten Point Rogram; and the Constitution of the Republic of 
Uganda. Other documents included secondary documents mainly local news papea, nie 
Monzior and The New Vision which provided supplementary idormation to corroborate 
data and to provide some background information. 

3.9. Etbics and m o r d h g  procedore 

Al1 respondents were assured of confidentiality and anonymity in dl phases of the 

research, and informed of their right to withdraw at any tirne. Dunng intemiews and 
focus group discussions as well as any photographie activity, the iaformaats wen asked 
for their permission to have the conversations recorded or photographs taken. The nomial 
procedures to obtain officia1 appmval from the Ugandan Ministry of Education, National 
Research Council and the sampled schools, as well as an ethics review approval from the 
Faculty of Education, University of Alberta, were also undertaken before commeacing 
the study. It was also for ethical reasons that pseudonyms were used iastead of real 
names of human king participants and the schools involved. For people whose names 
continue to feature in the study unconcealed were only those expressing their views in 
public like in a conference, or in the press. 

3.10. Data analysis 

The ioterpretation and analysis of the &ta were guided by the available thmmticai 
and empincal works of literature on the teaching profession in relation to the work of 

teachers bot& in the school and the community as social change agents in AN effort to 
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create a humane, democratic and just society. The approach was descriptive- 

interpretative, aiming at presenting an interpretation dreality as it was lived in its nahiral 
setting, that is, as the participants saw and lived it in the school and the community. 
Thick description was effectively utüized because of its known advantages me, in part, 

comecting individual cases to larger pubtic issues and to the progtanis or institutions that 
serve as linkage between indindiial problems and public concems (&min, 1989). As 

Thick description evokes emotiodty and self-feelings. It iaserts history 
into experience. It establishes the signiricance of, or the sequence of 
events, for the person or persons in question. In thick description, the 
voices, actions, and meauings of interacting individuals are heard (p.83). 

The data was also subjected to critical analysis by readiag the woid and the wodd with 
an effort to translate social experiences and to construct narratives. in tbis regard, the 
earlier discussed conceptuai frarnework provided seveal themes and issues for critical 
understanding and analysis of the views of the teachers. My experience in the Uganda. 
context in which a teacher worked and lived everyday creating history were put into 
consideration as part of the reality. As men, 1984, p. 10) postdates: 

The current view is more of one in which field "expenencesw are 
"transformedw into data through encounters between researcher and 
nsearched; they an tiaaslated from one culturai context to another; and they 
are mnstructedw drawing fmm the personai and intersubjectivities of those 
involved (quoted in Glesne & Peshkin, 1992, p.11). 

In the presentation of the fiodings, it was thought prudent to italicize i n t e ~ e w  data and in 
cited fom mpectively. For instance, ST = for student; TR = for teacher, HM = head- 

mastedmistress (or principal or head teacher/school administrator) and; PM = for policy 
makers. Date and month were used to provide further identification of different 

interviews. As earlier noted, the actud names of the reai participants are not used in the 
study. 

3.11. Reîiabüity and vaiidlty 

Reliability =fers to the degree of cousistency, or, whether it can be nlied upon to 
produce the ssme results when used by someone else. The prablem of replicability, 
however, lies in the possibility of change (Murphy, 1980). Change in the nsults thus 
may be due either to the unreliabiiity of technique/instrumeat used or to change in the 
phenomenon beiug observed since human beings evolve and the study is situationally 
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based on a social phenornenon. A aombmation of methods were used to corroborate each 
piece of data io reduce error in order to increase reliability (Murphy, 1980). The 
information obtained during focus p u p  interviews and in-depth interviews was cross 
checked against those foond in documents, and through observation. Where 
discrepancies arase, clarification was sought through a subsequent i a t e ~ e w .  

Validity refers to the extent observations and statements are true refiections of 
reality and masure what is to be measured The term also denotes the credibility. 
authenticity, and tnistworthiness in explainhg phenornena. Reason and Rowan (1981) 
advise bonowing concepts of vaüdity from traditional research but caution us to revise 
and e x p d  those concepts in ways appropriate to an "interactive dialogic logicw (p.240). 
Their notion of validity is captureci in the phrase "objectively subjectiven inquiry (p.xiii). 
Guba and Lincoln (1981) suggest tbat in order to Mi the minimum requiremeat for 
assessing validity in new paradigm nsearch the techniques of aiangulatim, reflexivity, 
and member checks shouid be enlisted. Lather (1986) nmilarly âraws in big part from 
Guba and Lincoln (1981) to build her agument that 

... we must build the fouowing into Our research design: 
-tiiangulation of metho&, &a sources, and other theories 
-reflective subjectivity (some documentation of how the researcher's 
assumptions have been affecteci by the logic of the &ta) 
-face vaiidity (established by ncycling categories, emerging anal y sis, and 
conclusions back ihrough at least a subsample of respondents) 
-catalytic validity (some documentation that the research process bas led to 
insight and, idedy, activism on the part of the mpondents) (p.78). 

Building on these views, it was possible for the reconceptualization of validity 
appropriate for research that is openly committed to a more just social order (Lathet, 
1991). Careful recording of the focus groups and in-depth interviews and most 
importantly sensitive development of trust and rapport between myself and study 
participants to a great extent e n d  the authenticity, d ib i l i ty ,  and trustworthiness of 
the data (Borg and Gall, 19%). At the end of the study, the findings will also be made 
avaiiable to the participants as part of the catalytic validating proces of the study and aiso 
as a feedback to them. Ultimately, the criterion for validity and reliability is the 
usdulness of the stuây to readers and participants in the setting - whether it holds up as a 
source of understanding of the situation for the former and as minor of experience for the 
latter (Ramsoomair, 1981: 91). In this regard, one or two seminan and workshops will 
be a major aspect of the follow op to give back to the participants the findings of the 
study. This might be one of the bridges 1 envisage to the social transformation in 
education in Uganda. 
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3.12. Difficdties and problem encountered durhg the study 

One of the diniculties encountered was to be granted permission to start the 

research- This was basicdy due to bureaucratie fomalities which took a lot of the  
waiting for letters and files to be exchauged fmm dice to another. It only required some 
patience and constantly rerninding them that tune was not on my side. However, 
requesting for a temporary clearance pending the actual research identity card sdved a lot 
of pmblerns until one day a policy maker refused to recognize it, saying that 1 was 

"conducting research iuegally". He cballenged my documents from the National 
Research Council and Technology that they were not authentic to allow me to do 

research. Since these were the only documents the corncil could give me, 1 had no 
alternative but to postpone interviewing him. However, later on, 1 approached him and 
the interview was cordial, dter explainhg to him that 1 was soon leaving for Canada and 
the Residenfs Onice had not yet released the research identity card. 

It was also a bit of a problem to conduct focus groups io the shools that took part 
in the study. The main nason for this was that the general time-table dictated ternis. It 
was thcrefore diff.icult to reaüze the number of teachers to fom an intended focus group 
at a time they would be free from their teaching obligations. This was an important 
consideration in order to cause minimum interruption in the school setting or confict with 
the administration. 

In co~ection with the school time table, when a tacher f ~ s h e d  teaching hislher 
lessons in one school, thm was no time to spare for an interview since helshe would be 
rushing to a part-time work in awther s c h d  or to atîend a mail business to supplement 
the inadequate salary. The economic conditions teachen worked onder, therefore, 
presented a problem to the study. It caused me several postpbnements of scheduled 
interviews as appointznents were made but UnfuIfied. The same difficulty was 
experienced with some plicy malcers who, because of some abrupt meetings or 
jomeys, could not keep the appointments as scheduled. Such abrupt changes in 
appointments just required patience and rescheduling. However, some of the poücy 
malcers would avoid tbe i n t e ~ e w s  aatü 1 would give up myseif. In such cases, I would 
seek alternative persons who were more coaperative and wüling to k intmiewed. 

During the tiips upcountry, Me at times would be dmcult. For instance, in 
some cases, it would involve walking several miles on a very hot sunny &y in udamiliar 
terrain. At times, i t  was hard to predict the weather and it would start raining. This was 



talcen lightfy as an experience that was part of the contemporary realities in which 
education was talang place in Uganda, and therefore, part of the study. 

In the a c W  interviewhg piocess itseif, 1 did not time myself. 1 took the Liberty 
to converse with the participant(s) at Iength. This was strategicdy adopted simply 
because 1 was aot confident with my intemieuring SWS. I thetefore decided to interview 
at times for three honn. It pmved expensive in tems of' tapes, and t h e  in terms of 
transcribing the information. It dso yielded too much data that posed diniculties of 
discrimiiiating what not to use and what to use in the study. 1 also became so much 
attached to the data that 1 felt that fdm to use it aii would be like disciiminating against a 
human king who sadced hi* t h e  to grant me an i n t e ~ e w .  1 have a belief that 
behind every voice recoded there is a k ing  human king. I have treated them with 
m a t  tare possible so that paris of the information that could not be included in this study 
might live to be utilized in another one. W~th that view in mind I stopped haunting 
myself that 1 excluded some people from the study. Nevertheless, the majority of the 
respondents' voices were given space in the study by picking on the most pertinent 
statements of the respondents. 

1 realized that in some cases, the recording equipment did not work at cenain 
times when conducting an interview. This was due merely to poor my opefating skills. 
However, my research assistant todr detaiied notes of the interviews which were helpful 
in revisiting and reflectïng on such interviews, and were very useful in formulating 
questions for subsequent interviews. 



CHAPTER 4 

TEACHERS' PROFESSIONAL IDENTITY 

Good teachers mat be inteC1ectuoC guetrillar Rying to create 
a generation of harù-working, ethically-motivated and 
effective rebels 

Jonathan Kozol 

4.1, Introduction 

This chapter atternpts to explore views of teachers and the way in which they idenWied 
themselves professionally as teachers. The aim, therefore, was to establish: beliefs and 

practices teachers considered to be the sources of their professional identity; how they 
conceptualized their own learning to become teachers; their views on training and k i n g  
prepared relevantly, competently and effectively to respond to needs of national 
development; the extent teachen felt they were empowered during their p rese~ce ,  and 

in-service professional education in order to be able to facilitate their students' 
empowement towards active citizenship for national development ; the extent they fel t 
attached to the teaching profession; and possibilities they envisaged themselves playing 
the role of organic transformative intellectuals and undertaking the tasks and 
responsibilities of a critical paradigm of teaching. in the following pages are the findings 
through teachers' aqatives of their experiences, beliefs and views. 

4.2. Sources of teachers' belicts, attitudes and practices 

As more recent theorists and researchers in teacher education have noted, 
teachent professional identity is shaped by a complexity of personal, community and 

institutional forces. In order to establish why teachers held certain beliefs and attitudes 
and acted in certain ways and not others, participants narrated their views and experiences 
that chnicled their lived reality. For instance Baguma shared bis beiiefs that: 

As a teacher anù righr from my training 1 hrad dways seen a teacher as the 
backbone of development - ail sons of daelopment in a country. But when 
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i joined thefield Isomehow discovered thar a teacher is always under-rared 
right fiom the grassrmts up almon ail to the highest levels. ... a teacher is 
the one responsible for shaping the economists, the politicianr. ... 2 was 
wonderhg as to why he should be oppressed in mch a way m; August 9, 
1i95]. 

Baguma was disiilusioned by teaching because it was not viewed favoiably as a serious 

profession by some people inside it and some outside i t  He alsa viewed a teacher as an 
instrument that shaped people in responsible positions. Yet these people who had been 
shaped by a teacher seemed not to live up to a teacher's expectations in ternis of s e ~ n g  
public interests. For Baguma, shaping implied prepariag the citizens to take on their 
roles in society. What kind of values and practices were they imbued with, whether 
economists, politicians or a diverse range of other educated Ugandans? Schooling in 
which a teacher is viewed as instrumental should not be taken for granted since there is a 
strong l ikel ihd of numiring individualism, selfishness and lack of concern for values 
of love, justice, equality and compassion for the majority of human beings. Bakebwa, 
who similady believed that teaching was looked down upon, put the following challenge 
to me in one of the focus group discussions: 

I would like to inquire from p u .  Have you mied to observe that nowa&ys 
some parents despite the fact that t h q  huve never gone to school ... They 
duntt wish their children to become teachers. Yet what they wont their 
childien to become is a tetzcher who h a  to teuch it to them, ... What could 
have brought ... the devaluarion of the presemteacher?rR; August 24, 
1995]. 

Bakebwa felt that the teaching profession had depreciated both in prestige and value as 

evidenced by inadequate remuneration. As one professor of education humorously 
noted, "... even the Pope who preaches about the wonders of heawn is not willing to go 
rhere. Similmly, those who talk about how teaching is a noble profession never even 
wish their children to become teachers." [Conference Participant; Nov. 15, 19951. 
Teachers felt that parents, students and the public at large looked down upon them. The 
views expnssed by a teacher and a professor ùif« that teaching and teachers identified, 
both themselves and by the wider public with poverty and inferiority in dation to other 
professions. There was also a feeüag from Bakebwa that there continueci to be a pmcess 
of systematic devaiuation and emsion af the status, prestige a teacher used to enjoy in the 
past which has made teaching unattractive to parents and students although it is still 
acclaimed as a noble profession. Could it be that schoding and what it used to stand for 
in the past decades is depreciating in value and relevance? 



Bekunda, a school administrator and at the same time a practicing classrmm 
teacher, believed that a teacher is instrumental in the education system: 

Awure that a teacher is instrumental in the eîiuccltr~on system and men in 
modeling the characterof mi indbidual and ... very Little ifmty har mer 
been thought of upfiping und restoring the plight ofa teucher? ... Why hrzr 
reully the govenunent never taken trouble to remuneTate us - because we are 
redly inmnrmenr. w; August 24,1995]. 

Bekunda identifi~ed a teacher with the centrai or key role of modeling the future 
generation. He also felt that a teacher's remuneration àid m t  refle!ct that hislher services 
were appreciated the way it should be. As Bacchus (19%: 85) bas noted. "because of the 

low prestige of the [teaching] profession in most developing countries, many teachers are 
also Iikely to have a fairly negative image of their role, dong with an inadequate 
appreciatioa of the value of theu work." 

Somya, a teacher educator, identified a novice teacher as one afraid: 

We really don'? iike being watched whiie doing certain things and 
particuidy in teaching. YOM woulh't Iike somebody to watch while p u  
are teaching even when thut person ir a colleague and you me at the same 
footing. ... But when we do begin teaching thme is that tension we initial@ 
have. And you and I when we started teaching. the very Ptst yem you 
begin teoching is very ditfirent from what p u  are afer five years of 
teaching expenenence. And wirhout cunsciousness, ... you may again lape 
back into the rnethods you are expecred to use ut rhat ievel. That is why I 
am suying t h  many of these teachers are involving the children when p u  
go tu k i r  clar~~ooms fhat is what they me doing . niey go there. they ask 
?hem to m e r  questions. they me really involving them. But then. t h  
cornes g r d a l l y  [TE;September 20,19951. 

The fact that a teacher would not wish to be watched teaching is indicative of his or her 
value of autonomy which functions to promote the "ethos of privacy" (Descombe, 1982). 
As sbared concems become individuaIized as private concems, pnvacy becomes valued 
as a source of teacher autonomy" (Britzman, 1986). 

The act of merely asking students questions aiso should not be taken as 
synonymous with pedagogical strategies that elicit student participation and 
empowement. The teacher's questions may foUow a straight jacket, UQiIinear type that 
tacitly l a d s  the students iato predetedned foms of mechanistic thinking or responses. 
Hence, expecting certain questions to be framed and asked in a certain way, and 

expecting certain nspoases to particular questions may not necessarily foster critical 
thinking among the students that would lead to empowement and emancipatory leaming 
and conscientization (Kozol, 1982; Freire, 1970; Fien, 1999 1 ) .  1 t also identifies such a 
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teacher with the traditionaikt paradigm that prepares prospective teachea to fit smwthly 
into existing teaching d e s  and encourages the contînued acceptance of the educational, 
poli tical, and social contents in which teaching now occurs (Liston and Zeichner, 1988). 
Somya also implied in ber views the element of apprenticeship. whereby ncruits in 
teaching were expected to leam on the job as they pacticed to hplement a hegemonic 

ideology that saw al1 curriculum and teaching problems as technical ones (Giroux, 1981). 
Nonetheless, the view that the very fmt year of teaching tends to k very different 

from what one wodd k after five years of teachg experience has some tnnb. Shkedi 
(1996) is of a similar view that "[tlhe more a teacher gains experience, the more hidher 
professional Lwwledge is edched, allowing M e r  to ktter understand new situations 
and deal with them more successfu11y." However, gaining experience need not be taken 
for granted. It could be gaining experience in teaching a pdcular thing in a bad way 
repetitively for maay times without necessdy approaching it  with imagination, 
creativity, innovation or originality. It may also mean that one is graduating from beinp a 

novice teacher and its expectations and has now beea assimilated into the work culture of 

the old teachers who may not hesitate to pressure new teachers to slow down in 
accordance with the Pace established by the work group as Ben-Peretz and Kremer- 
Hayon's (1990) study revealingiy teil: 

As a new teacher, I came to this s c h d  with my own expectations and my 
own educational goais. During the first months of teaching some of the 
senior teachers came to me and told me: 'You are a new and idealist teacher, 
you are so active because you arr new. Your enthusiasm will diminish the 
more expenence you will have, then you will be a teacher like al1 of us'. 1 
don't know whether to continue in my own way or to try and adapt to them 
(pJ5). 

Zinunura another participant s h d  ber experience that 

When l joined the campus, I was only ready to do anything only thai I put 
in ù n v  as rny first choice because my faher is a magistratte. So he kepr on 
thinking rhai it was the best course. So when I went to camps I was given 
Education . 1 didn'f m i d  Because I dical' think of anything else. It is 
oniy nzy father who came and said, "can they give you lm? ". I pied 
becme he wanted. I went t h e  one doy. 1 run back IO Educotion because 
rhey said there was too much work. That time nobody told us what we 
wmld expect. Su they said you people there is ?ou w c h  work in lm. you 
will rwt B g e .  I said well, in the firn place, they didn't g ive me Law. 
Let me go where they thoughr I would perfonn best. So, 1 went for 
e&cation [IIM; August 2,1995l. 



For her, the choice of studying law was made by ber father whose ambition was to 

reproduce himselfpfessionally through his daughter. The view that teacher education is 
a profession for the weak academically where one did not aeed to work hard is implied in 
her responses. Could it be that Zinunura was overwhelmed by biases in the structures 
that associate gender with certain courses? if it were so, this became a self-fuifilling 
prophecy as it later p v e d  to be when she nin away from law. In doing so, mentocratic 
selection through cornpetitive exams of ailocating and slotting students into courses and 
pmgrams in wbich they fit best was given legitimacy. 

Ninsïma was of the conviction that stucients bad no feelings and respect for their 
teachen and ranked the teachen &et pigs. She narrateci her experience thus: 

I remember bac& in the West m the tirne when t k y  were bringing this yellow 
posho (maize j l ~ u r ) ~  ... there wus a rumor that this yellow posho causes 
inpience in boys and it was u boys' school. n>ey rioted and said we do 
not want that posho. The headmaster asked them - no, in fact if war the 
Board of Governord Chairmcm - 'where do we put the posho? ' They said. 
?ou cm gnte it ro the pigr ond the teachers'. Thar is the impression th- 
have of teachers? teuchers c m  eat it becaue they could see us ear the posho 
an-ywq. You could give it to the pigs anàthen the teacl>ers - teczchers corne 
under the pigs. So ir is the mentale which these children pickIfom their 
parents and even when they look at us the way we smggie [TR; July 13, 
1995J 

Ninsiima felt that parents and thei r children perceived a teacher as a lesser human being. 
However, some technomts lacked empathy for teachers. They were against 

teachers' self-pity, low self-esteem and low seif-rating as the preceding narrative 
portrays. They argued, with airs tinged with bureaucratic arrogance, that teachers were 
destroying the fabric and integrity of an otherwise noble profession. This was a feeling 
that was expressed by most policy makers who were pariicipating in a Forum on 
Education for Ail in Kampala, November, L995. Why teachers rate themselves low was 

not considered to be an issue of concem. For a teacher to say, "1 am just a teacher", or "1 
am a rnere teacher" is a litmus test for some degree of disempowerment, hopelessness, 
diminished prestige and secrinty in the teaching profession. Tberefore, men demand on 
teachen not to profess their felt despair, poverty, and disenchantment without any 

compassion and critical reflection on the undeqimïng issues and praMems that help us to 

undentand better the genesis of such apathy is no remedy to a grave situation. The 
manifestation of teachers' poverty and apathy is a mere symptom of the problem. The 
problem is rooted in the social, political, economic and culture structures that take away 



their dignity, integrity and self esteem as dignifed empowered human beings. According 
to Bwengye, 

... the Ugan&n educution system, ... produces O self-cenmed indivi&al 
whereby givnig nryselfas O persoml example, me as an individuai, I teach 
cherni- if1 had beconw an engineer, 1 wwld have got more myself 
instead of teaching wheteby I mn building the ~ t i o n  but I am g a g  
something linle for nryselfm; Au p s t  5, 19951. 

He felt that teaching was viewed by insiders, and to a large extent, even by outsiders, as 
a =Mess sacrifice, as a vocation, that did not bring economic prosperity to those who 

belong to it (Hueboer, 19%)). It is also worth noting that a teacher is a product of  the 

same education system Bwengye said was producing a self-centend individual. To what 
extent therefore would a teacher be immune to the individuaüsm nurtured by the school 
system so that after going through it he or she teaches to transfom rather than reproduce 
the status quo? 

From Nintiima's point of view, a teacher's identity was shaped by what he or she 
engaged in for economic survivat: 

Definiteiy everybodv is mare rhat a teacher has always been iooked at us a 
low person in i&ms- of income eumirtg. We m m t  admit t h  mosr of us ["al[ 
of us" the rest chipped in j here me &t - can rwt m i v e  on the d t  which 
we me given by thëgoverkmentfar a month - t h  îs ifyou are lucky to get 
it regularly. ... You will rwt firsr and forernosr put the pupil or the student 
you me reaching at thejronr. YouJirst put yourselfat the front. Because in 
order to teuch rhm person, you mus? be satifid somewhere. We are not 
definitel' saying that we are sanansjied but p u  find thar you me scattering left 
and right to make enàs meet. So when we talk of equipping even rural 
schools with whatever dreums of Utopia-one will think m*ce "i f1  go tu 
Moroto, 1 will forego this". 1 have got my dilàren? will they get the proper 
education in Moroto? I think 1 hod better stay mourd Kdmpla hem so thot I 
huve one "leg" here . we have a saying, "a third leg ". I huve one leg or 
another leg, and ifthis one fais then I have this one opening. If this should 
fail I should have this one ... but the fart is we me under frcnded [TR; July 
13, 1995j. 

Her argument was that the economic status of a teachet undennined hidher integrity in 
society. That such engagements in more than one job which were not related to the 
professional growth undedned a teacher's eniciency. Her view also brought up the 
idea of a teacher playing a multifaceted d e  - as a teacher, a parent and a member of the 
community faced with challenges that were situated in the social. economic sacietal 
structures that fomed the reality of his or her work environment. Hence, Obadia, 
another teacher lamented that: 



... our role us tewhers has no? been well blessed by whar obtainr politic@ 
and culmfiy .  ... I feei that the child roday pm-culmiy Ni urban mear is 
more injluenced by infoniaiiun, other enpertenenees outside the classtoorn 
more t h  whot he gets inride ?lie chsruom m; Au pst 5,1994. 

Teachers no longer had "fullw controt and influence on their students as the case used to 

be in the past, especially in urban settings where students have access to information 
sources iike educated parents, churches and the media (Torres and Puiggros, 1995). In 
other words, the blame or -dit could be constituted by other factors which were not 
withiri a teacher's jurisdiction. 

Ruyonga contended that teachers were not self made but products of a system that 

influenced their world view and of those who passed through their bands. He 
comrnented thus: 

7ne way we were tuught is the one subjecting our products to that End of 
lack of initiative. I m u t  Say thar the teachers hmidr have been lied for a 
very long tirne. TheTe me several foctors t h t  have caured the teacher to do 
this. To me the teacher initially knows what to do. ... You me supposed to 
do good things. ... we were subjected to hmassment when governments 
were changing. "kas chini mwaiimuR - the child is Zooking. the old. with 
scorn andpity. We were heipless. ... Even the teachers p-, in clars is v e y  
low and you have to finish the lesson and here quickfy and run to do sorne 
other small thing. This &es you unable to perfom exactiy what you 
wnnted ru &.m; August 5,1993. 

The meaning of " k m  chini mwalimu "is in Kiswahili, ordering a teacher to "lie dowa 
teacher", as it was common for soldiers to cane anybody whenever they wished during 
the '70s. Ruyonga argued that the way teachers were taught inevitably could not enable 
them to prepare citizens with initiative. In addition, he contended that a teacher lacked the 
kind of appropriate initiative and other helping factors in the system in the obtaining 
circumstances in the country. Ruyonga felt that teachers were only in a position to do a 
good job if tesources were pmvided. That poor remuneration has demoralized a teacher. 
This has split a teachers efforts to engage in other non-professional activities to 

supplement the rneager incorne. It has undermined teachers' faith in their profession. In 
addition, the social, politicai and economic structures in the past decades created 
militarization that grossly emded the status of teachers and violated their human rights. 
For instance, during the nile of Amin, some students used to humiliate teachers about 
being poverty stricken, and those whose parents were in the army or had connections 
with the military intimidated and harassed teachers and felIow students with pistols. 



ûne of the practices which was identüied with teachers as a consequence of the 
injustices rooted in the structures and in their struggle for survival was through creating 
scarcity and shortages in the distribution of the regime of the sanctioned &unith in order to 

inmase demand for it as a scarce commodity. This is a kind of black market of 
knowledge which has acquired the fdse brand of coacbing as ihis Somya n m t e d :  

You kunv how n i ~ y  things thse teachers engage in. And it h a  an effect 
on the sndents. ... You will find a teacher withhoIdirzg c d n  infonnorion. 
Todoy cwching har acn~aICy lost its memrhg. YoujW mon of this whal is 
cded cooching to&y is new materid being given to students. Why, 
because the teacher has withheld the mutenBI dwing the time when he is 
supposed to give it and he is asking the d n t s  to py for it imtead. ... So 
thar is why I say thutfrom here, these people me aàkquateiy prepcrred. But 
when they go out there they are bombarded with dl sorts of faors. And 
because of thqt they fui1 to implemenf what they have got from here - not 
because they have not got it. but because you have no time to do  it 
m;September 20,19951. 

"Black marketsn in the distribution of knowledge are a daily reaiity in Ugandan schoolr 
Some school administrators and the Ministry of Education and Sports have issued 
strongly worded statements to that effect Nevertheless, the system continues under the 
same structures that gave nse and sustain it. It is worth ooting that it is dependent on 
"banking" pedagogical strategies where mernoring rather than interrogating facts is highiy 
stressed. 

4.2.1. Improvisation 

Ruyonga shared his experience in relation to teaching his subject that 

When you say kts  go to a swp fatory mid l e m  about c h t r n y  in the reai 
sense of it, they soy it can't work, we have limited resources. ... 7here is 
some little light m. iittle change for the better. ... ûut aî things go  on 
changing, science M s  for exomple have been docile for some time, but no w 
they have been re-acrivated m lem for us around here (in Kampr'la]. .. at 
t ims we give exhibitions m; August 5,19951. 

The above argument implied tbat lack of quipment and laboratones bas undermined 
teachiag science subjects. The laboratory Ruyonga has in mind is dependent on foreign 
supplies of equipment and chernicals from abroad, leaving almost no room for 
improvisation in the local setiing at home. It is true that laboratones have been in senile 
decay. It partly confiis the prevalent fonign based nature of science as an imported 
transplant in Ugmdan schools. What was observed during the field study is that the 

process of rehabilitating laboratories is guided by the same colonial mode1 that kept 



science decontextualized and removed fmm the local setting. Tied to the aprm strings of 
further rnodemization, Ruyonga is convinced that learning about chemistry in the red 
sense would require of him to go to the soap factory or the quivalent, not the local 
setting. The argument hem is not to say tbat a soap factory cannot k local. The cnu of 
the argument is the assumptions underlying the local factory. For instance, when mon 
adapted and appropriate tecbology is used in terms of niw materials, local labor truited 
with dignity but not mere hands of the factory as cheap disposable labor by a 
multinational; when the factory is not a wre assembly plant of imported machinery and 

ingredients to mix and p d u c e  a piece of soap made in Uganda, just in name, that can be 

a local fac tq .  For this reason it is tempting to argue that not aii the problems necessarily 
need monetary solutions. if anything, anne have ken  compounded by aid funds that in 
some instances stifle improvisation, imagination and ingenuity that would have yielded a 
more relevant scientific orientation to the needs of national development. 

OM very hot afternoon at Muduma secondary school, a teacher of Science was 

preparing to ride forty miles to get distilled watet to use for experiments from a better 
facilitated school. Asked why he had to do travel dl that fat for distilled water and his 
response was that the school lacked the equipment. Robed if there were people in the 
neighboring community to the school who were illegally distilling crude Walagi [a local 

brand of vodka] he said there were severai. Asked further whether behind their 

distilleries these people employed any principles that could be compared with what the 

imported Lie Big condensen conveyed and his response was positive. He said that a titre 
of distilled water was at Ug. Shs. 2000/=. Asked why he did not take bis students to 

such sights and related the concept of distillation to what was taking place in the local 

setting or why he did not tbink of acquinng new dnuns to distill water and sel1 it to his 
school and those around it rather than taking the money he needed most to supplement his 
meager income to another school40 miles away? In any case, distilled water would not 
be an illegal business as the case was with crude Waragi. The unilinear approach to 
science introduced as an imported transplant of a well stocked labonitory left little rom 
for improvising, cnativity and innovation that would have led to the indigenization of the 
concepts and principles of science. Until imported pendulums, pulleys, and loads of 
moments are imported, the teacher only drew a pichin on the blackboard for a student to 
imagine the impossible, nducing students into "duIl" or "aaimals" as some teachers 
described them, when a c W y  the teaching process itself is disabling rather than enabiing 
them to leam science. As Muhesi shared, 



... now because of lack of fbiities anà anderiais and so fonh. we are 
providing the ymîh vvith the theory part leaving out the practical because 
these things are not there. You on& tuik of the thing and then you just give 
the person a diagrm of how rhat iooks- 

Muhesi nalueci the following interconnections when he said that 

I think the cutticuIurn we hmtc has cmcscd a lof of unemployment in the 
country. *..for inmance, we b e  dl h g  hdpeople snrdyng engineering 
but ~ y o u  could really bring someone who hpr qualijied in engineering tu 
put it into practèe toprmbce something out of his educatiion, then they me 
very f o v  who c m  & t h .  Becme the matmals used to train t h  in thcu 
systen me proàked outside. ... to prodicce something profirable to the 
country, thor one is not l e m  m; Aupst 9,19951. 

This is not to say that there is no improvisation at ail king tried by some schds and by 
some teachers, nor should it imply that ail Science inputs can be improvised locdy. But 
effort in that direction that is not dependent on foreip aid andor initiative was still a 

However, lack of improvisation in terms of creative learning envimaments that 
benefited fmm local resources were not only limited to the field of Science. A teacher, 
Obadia felt that 

... uncomcioucly the crowding ... so mony ... cornpetittg subjects that have 
corne inro a &y's time table have almost pushed off the practical aspect. I 
would have loved for e x ~ p l e  my students tu stuày a text or two in two 
years and be able to go into the field, go to the confeence center, see how 
people debme national issues like the current constitution now. I would 
hove expected the lemning process to include me taking the stuàents to the 
high corn to see how a case is being judged because these me the rhings 
which me in press in the text, we me seeing a character being judged by 
îuwther chmacer. We are seeing a kind of mob court -, but we dont go out 
to see this so rhat a student thinks this is jùst fiction. It renioins in the lm. 
Men he goes out it is a diffkrent issue m; August 5,19951. 

It is true that compartmentalization of subjects and fragmentation of time are part of the 
reality in a teacher's Me. Nevertheless, one would imagine that role playing in such a 
situation where visits to parliament or courts of law were not possible couid k explored 
and probably suffice for learning purposes. However, it would still require 
resourcefulness in a given environment by explonng the available helping factors in 
relation to the wnstraints. 



Some teachers felt that teaching was suitabte for women. A female teacher was 

asked what made her join the t e a c h g  profession and she responded thus: 

I grew up admiring teuchers when 1 was stiff young. I urcd to &ire the 
life trhey wete leadkg. ï'bq were the mimrest people with money in the 
village. ... I a b  enjoyed my life as stuûènt so I felt I should keep in touch 
wirh student l f f -  somehow it led ro my stickhg to the profession. And ar 
fm as a wommi 's respoasibiities are co~emed,  I thought I would be more 
comfm&le thre as noybe a mother-to-be. There is more time in temhing - 
more free tirne which you CM utifize at home mctybe taking cure of the 
babies, I wanted o more r eked  job. It is the fradr thm me now making me 
regret - the poorpay in re&ztïon to others. I shouid have done other courses 
andmaybe juined an N W  m; July 20,1995]. 

For Apia, teachers were a symbol and a repmentation of modemity and modernization. 
The source of a teacher's cham that fed her inspiration to become a teacher stemmed 
from teachers' material affluence during that time since they were the people with money 
in the villages. In addition, she contended that responsibilities of a woman are more 
compatible with the teacbing profession than any other. Apart from the poor economic 
returns that accrue from the teaching profession, it was considered the best with more 
free time in tems of holidays and a more relaxed job. On further inquiry whether she 
held the view that teaching was good for women, Apia said: 

Surely. if ir is well-remwierated the teaching profession is very good for 
women As I huve said, there is a lut offree time because when I look ar the 
ladies who work in the bank, they have very little time with their babies. 
niey leave very early, andgo back late, some of rhm. Even the mutemin> 
le&e is smktly 45 Ü@s. But in the teachingprofession you con eusi& 
combine niaybe with the holidoy, possibly you deliver before the holiday 
you find the holidoy hos 4LIO helped you. then the tenn wiil begin you will 
of coune renmie work teaching andat the same time. you will also have to 
use yowfree rime to attend to your fmily. So, because of the holiday and 
then the free rime, like for instance, I'm only commitred here in the 
mming, so I onfiee the whole @enu,o~(* In f- mer since l j o k d  here, 
I have beenjkee d l  afle~noons, so whenever I huve had a M y ,  I have r e m  
utilized this time. but cmentiy mw, I don2 have a buby, so I c m  & other 
things m; July 2û, 1995j. 

In ber opinion, a woman who had ta raise children as her predestined biological role 
should find teaching more conducive. As far as she was concemed, a woman who is 
attached to her farnily would do a lot better in teaching than elsewhere if it were not for 
the low pay. Her view rhymes well with the held belief that mothers are the first 
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teachers. However, the market economy in Uganda has exposed women both to forma1 
and idornai secton where large s a l e  exploitation has undermineci the role mothers used 

to play more eff'tively as teachers. This used to keep famiiy and community values 
more alive than the case is today under modernization. 

Anotherfemale teacher, Kobutesi, was asked whether she held a similar view 
about teaching: 

1 think teaching is a &cent job. You keep up tu dore, in touch with society, 
the young society min&. ... And ir is a &cent job for wornen because you 
have ail yowfieedom, you cm't behave the way you feel you should have 
behuved- mess around. dnnk m o d  because it restn0cts you. Because 
wkreveryou me the chiIciien me watching you as an example so you must 
portruy a goodtxampIe as a t eder .  You don 't jwt go mid clnnk und you 
put offdl your clothes. you go and ahce yout night off in a disco, you ' I I  
be embarrased Because mort of the people you will meet there will be 
students and they will be kmwing you. So it tumes s o m  of the people who 
would not be well-behaved m; July 20, 1993. 

She believed that teaching was a decent profession for a woman: that it demanded 
exemplary character from such a person. And according to her argument, because of 
these virtues it would protect the individual teacher from falling into trouble. It was 

further implied that teachers were expected to step outside the ordinary sphere where 
everybody else operated f&y and depict themseives above it. In other words, teachen 
should be enemplary d e  models. They were not supposed tu act freely where other 
people blt free to act. 

Female teachers were almost non-existent in rurai schoois. Twiine, a female 
teacher at Standard HÏgh School in one of the secondary schools in Kampala, was asked 
what explanation she would attach to such a development and said that: 

Ithink sime the nu& of educated femdes is srnaII, eciircateii wonien tend 
to concentrare in urban metas. So you find thut most men, teachers in m a l  
meas tend men to nurrry uneducated womn because those who are 
edùcatedend up in wban areas. ... nose educated wonim if tlrcy me to 
many for instance they get nien who me edircated who most of thcm me 
w o r h g  in urbun areas- And men those who havc done education, they 
donV w m t  to go back tu rural areas because of the conditions there. 
Because there me many avenues which rhey can get to supplement their 
incornes. Thar is why even more men are here. Thrn me  orheractivities 
they c m  engage in to generate more inc0nze.m; July 2'7,1993. 

The views held by teacher female respondents considered teaching as a gwâ profession 
for women. They believed that it kept them decent and nspectful in society as 
exem plary. 



4.3. Learning to become a teacher 

In order to establish how teachers conceptualize their own Ieaming to become 
teachen, participants were asked to share there expenences and following are some of 
their narratives. For instance Kahigi, a Grade V teacher, was asked to what extent his 
teacher training inf'luenced his learning to teach and he responded that wben teaching, 
predominantiy ... 

Me I f ind  that ojer the collcge. at times you find you me borowing the 
i&m of the way your teackt taught you Md the methodr from the college. 
For ex;ampie you find SOM of the ciiqpters might be diflcult ifyou were tu 
follow the same rnethods as acqrrird in the college mid then you fmd that 
you me almost borrowing the ideus of the old teachers who teach things as 
thqy me m; September 20,19951. 

Asked what he meant by teaching things as they are. he said: 

At rimes there is teaching of materîal withou? following any pmticular 
methoà, you fail to get the methodr to fdow Md then p u  devise your own 
methodr as your teachers devised m; Au* 8,19951. 

For W g i ,  methods from teacher education programs helped hirn but the ideas of his 
former teachers had pa te r  impact on his teaching. In referring to unique situations that 

pose a chalienge to his training, a teacher found himseif devising his own methods as his 
teachers appeared to have done when teaching him. Much as Kahigi conceptualized his 
own learning to teach through his training at college and the teachers who taught him 
prior to his pre-service training, persona1 initiative in his work environment that 
continuously confiontecl him with the unexpected and unconventional challenges requited 
him to devise his own rnethods as bis teachers used to do- 

Okurapa hetd the view that he based his teachuig mainly on imitating the teacher 
who taught him his teaching subject, Physics: 

In most cases, ... we teach in the way we were tazïght. We try to follow the 
way we were trained a bit but in most cases, we tead the way we were 
taught. For exmpIe, in Physics I used to have a goud teocher in Physics 
ami the way he usai to enjoy the subject unà m crack jokes is the way I am 
trying to follow. loppreciated the woy k used ?O teach Md t h  is the way I 
am W n g  to follow m; July 27, 1995). 

Some theorists from the North have cmôorated the view expnssed by Okurapa that his 
role mode1 in teaching Physics was his favorite former teacher (Britman, 1991; 
Dichiner, lm, Dias, 1989). Britzman (1991) argues that, "in part, this accounts for the 
penistency of particular worîdviews, orientations, dispositions, and cultural rnyths that 
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dominate our thinking and, in unintended way, select the practices that are available in 
life". Banks and Thomas (1995) have advanced a similar view that 

Specificaily, beginning teachers may model their teachg style and behavior 
after former teachen who were not especidy effective. For example, 
beginniog teachers may give t~eifalse tests every Fnday because when they 
wen in school, they had tnie/faIse tests every niday. Instead of adhering 
to such traditions, beginoing teachers may kgin to reconsider their past 
educational experiences to discover what worked well and what did not 
( pp. 19-20). 

However, to consider one's past experïence cntically entails the reflective process on 
one's action and in action which, from an insiden point of view, does not appear to 
feature prominently in the prevailing cumnt teachereducation p n s e ~ c e  and almost non- 
existent in inservice programs in Uganda. When Ndoona SSS was visited, teachers 

enumerated the many activities that wem going on almost at the same time that same day 

and other days. This, they said, left no time for the teacher to reflect on what he was 

doing in a holistic mannet. Basically, these activities programmed and controlied a 
teacher mechanicall y. They felt too presccupied by the interests of the organization that 
is results-onented to helping students pass excessively cornpetitive exams especially in 
such au elitist schools. That left little time if any for teachers to reflect on what they did 

and time to think about the evil done to them by the instinitioalorganizatïon itseIf. There 
was hardly any time left for the teacher to reflect on hidher professional life as a teacher. 
The conversations necessary for the development of teachers' voices, therefore, are 
inhibited by school culture and organization that create conditions for teachers such as 
low statu, overwork, and externally defined standards of performance (Richert, 1992; 

Ross, 1992b; Smyth, 1992: Jenne, 19994; Bacchus, 19%). Of all teacher participants 
interviewed, none of them was wnting a journal or involvecl in any nsearch. 1s there aay 
inservice program which practicing teachers attend to have opportunity to reflect on their 
own professional practices in efforts to correct their deficiencies by engaging in self- 

empowenneat? 1s there any possibility of funding research done by teachers? 
Efforts also were made to gain the views of teacher educators as to what extent 

they thernselves were iduenced by their former classroom teachea who taught them. 
Somya narrated that 

... I observed some of the techniques of the teachers who were 
teaching ... mt t k t  I was i~ezested in their techniques ... because ut thut rime 
I hud twr yet made up my mind to becurne a teacher. ... thar is why I would 
disagree with anybody who soys that what she got was from her teachers 
why, because very many people up to S.6 have not yet established what 



they wanr tu become, M i  people we get here into the eîhcation -stem 
me people who haw given it as a second choice m; September 20,19951. 

True as it may be that majority of the people who train to become teachers have given it 

as a second choice, at this point it is not toa late for them to revisit theu pst experience 
and bormw fmm the teachers who might have caused lasting impressions during their 
school days. The influence could have bctn positive or negative on the prospective 
teacher's atîitudes and practices that f o m  part of their lived experiences. Hence. the 

argument advanced by Somya, a teacher educator, is not entirely convincing when one 
considers the fact that one may fmd himseif or herser app'ying same past knowledge and 

part of such knowledge may take dinerent foms, it may be overt, tacit, or even hidden 
from the teachen themselves (Shkedi, 1996). Schoa (1987) used the expression 
Icnowing in action', in order to describe this type of knowledge. Revisiting his 
experience ûye, a teacher participant, obpeived that: 

According to my experterience. when Ifinished my BA.. I taught for about 3- 
4 yems, then I came for PGDE. And I think I smck to the way I taught 
before I wwcrr naine& and up to now - not much has changed m; July 20, 
19951. 

He believed that his PGDE exposure did not change the pedagogical strategies he was 
using pnor to bis training. Aaother teacher, Kahigi, advanced the argument that 

... Trahing gives you some additionai skilis but redly ifyou me natutally 
not a good teacher then usually you can not make it properly. But also 
teacher training oddr you some more skills m; August 8,19951. 

Mureebe added his voice and said: 

It ir a combination of al2 levels right front secondmy leveI. then HSC b e l ,  
undhuiiningatcollege. But the greatest men t ,  when one tums out u good 
teacher he is nmu~ally k i n g  a good teacher. He cm ucquire sorne skilis of 
teaching bu? when you me mt a gooù teachet by birth teally you c u m t  
effect it effectively m; August 8, 19951. 

According to one teacher, much as educational institutions which one attended 
contributed some skilis of teac hing, unles that person was "naturally " a good teacher one 
would not be able to teach efTectively. The voices of teachers seemed to indicate that the 
formal teacher training process was not the principai or generd saune of professionai 
knowledge. Lieberman and Miner (lm) suggested at least four characteristics that d e  

an idea practical: that it is developed out of situations in the schml, that it has immediate 
application, that it is offered by practical people, and that it addresses practical problems. 
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It seems the negative attitude of the teachen toward pre-service training programs 
indicates that teachen do not fmd these rnentioned desirable, practicd traits in teacher 
education programs for acquiring professionai knowledge (Shkedi, 19%). To what 

extent do teacher education progtams in Ugaada integrate its content with the teachea' 
r d  worid and actuaiity of schod and classoom He? What forces the practicing teachers 
to revisit theirfonner teachers experience? 

From Obadia's point of view, progressively, teachers have changed accordhg to 
the generations of teacbers we have ptoduced: 

But when we ralk about O tec~chet, we murt ako thinR about the generations 
of teaden we have produced. me teacher that was maybe in the 'SOS, 
'60s curd a bit of '70s-hcrr aiready been pushedfiom the me~.m; August 
5, 1995I. 

Probed further whether he meant that the teacher of the old days was very different fmm 
the cument teacher, the response was: 

Yes. But if anything there is very Little difference. I think a feacher of the 
old days couid have had room tu be more flexible t h  the teucher of these 
+S. m; August 5,199SJ. 

Bwengye expressed dissent saying that 

... the system is consistent in that we tend to teach the way we were taught. 
Because ifl w u  taught ro prepme oxygen in a cemain manne, w h  I corne 
toprepare it to&zy 1 will use the sume system because it is the one I know. 
So I think the system is consistent m; August 5, 19951. 

Asked whether he taught the way he was prepared as a professional teacher or the way he 
was taught by his classroom teacher in lower classes before going to univenity, 
Bwengye ~ p i i e d  that 

Mainly it is the way we were taught. Because giving rny personal 
experience, the way I was tcrught in the School of Education with the 
assistance of the Faculty of Science in Chemistry whnt I was taught in the 
Depument of Chemisny in the f a d o  of Science is not the Chemistry I 
teach here at A'level bec- they me somehow diffkrent. The other one is 
a bit advanced. So when I corn to teach Chemistty now in A'level, I 
revisit my A'level notes and metho& the way I was tuught in Kibuli in 
A'level m; August 5,19951. 

In response to this candid sharing, Obadia quened him that "So you are not a 
profssiod teacher? " In repl y, Bwengye nplied saying, 



l am but I om giving you my p e m o ~ i  expertence in my mea. Becouse I cm 
give an euunpIe. Like in Chemi~ny ut M i m e  we wouldprepme aspirin 
which is crdvanced. But here at A'level 1 am supposed to prepme oxygen 
which Idirln't snrdy at Mokerere becmcsc th& is elementary now. So that is 
why Z am compelled to go bock to my O'level Md A'level knowledge so 
that I con te& the s m e  matenul- So thar is the redity m: August 5, 
19951. 

In his argument, Bwengye seewd to assume that method (approach) and content are the 

same. The issue one may wish to raise couid be, to what extent was the Science methods 
program in the School of Education closely co~acted with the ~ h w l  curriculum? The 
views expressed by Bwengye were sîressing the fact that in theory ,"we were toldw, or 
"they were saying" partly implying that teacher education d e d  on "banking" pdagogical 
strategies whereby theory and practice nmained disconnected. Another teacher, Kintu, 
concurd with the views expresseci above that prior experience teachers went through in 
secondary schools had greater influence on a teacher's pedagogical approaches: 

Mqbe 1 emphasize his poinr by sqing that the system we go through in 
seconùky, the expmœments we do and so furth, they have a greater impact 
on how we me going to behave than the training we have in Makerere. 
Because men me when I am teaching for example Economics or French I 
tend to use my own w q ,  the way I think the thing is going to be 
UI2derstood better- the way I was taught than from the methods I wus 
taught in the institution. So I teuch the way I thuik students me going to 
unàerstanàrather thmi how Iwas taught at Mctkerere m; August 5,199q. 

When asked what he considered to be the genesis of his approach, Kintu said, "Imnioute 
it ro my personal+encew. That is, he was relying on his own experience which he 
viewed as pedagogy that was a pmduct of his personality (Britunan, 1986). This is what 
Britnnan (1986.451) ders to as 'teachers are self-made". According to him, the reason 
why he did not teach the way he was taught at Makerere was that he believed teaching his 
own way made students understand better than slanting bis teaching to the training he 
was exposed to. From the views, expenences teacher participants shared, it is evident 
fm the narratives that a number of teachers disregarded pedagogical methods they were 

inrroduced to during their teacher education preparation. There is a tendency of viewing 
them as out of tune with their lived reaIïty (Hargreaves, 1994). 

However, Kuguma had the fofiowing dissenthg view that: 

From my m point of view some people tend to say they were influenced 
at a certain stage to behrne the wuy they do than at a certain stage. For me I 
would say the whole process nghrfrom primary, secondby and we should 
nut rule out the eaperience we get at universin> or any other institution of 
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higher lemning. Of course on the other side we are equipped with more 
methodr thon we can use. So Ifeel  t h  men universify education we get is 
very irnportunt in e ~ b f i n g  you to revisif or go back to what you were given 
probabS, the notes in Chemistry you wete given at secondary level. You 
may present that information in a benet w q  thmr another person who did 
notreach that levez m; August 5,199q. 

Without disregarding the value of advanced levels of leaming, one shouîd not take it for 
granted tbat the higher the qualification, the better the quaiity of teaching. A higher 
qiialifkationcouid be amere response to the cumnt exigencies of the "diplorna disease" 
that has cauxd inflation in qualifcations Mthout a conespbnding match with the 
expected quality, devance and practid response to the demands of na1 life situation 
(Dore, 1976; Oxebham, 1984). 

Much as teacher respondents were of the view that teachers' guides sa& them 
the butden of pnparing a lot, teachers' guides also have been known to reduce a 

tacher's active participation aimost at ail levels without engaging in meaningful creation 
of knowledge - planning the curriculum and its implementatioa as a mere technician 
furing things. This is the proms of deprofessionalization and prdetarianization of the 

teaching profession. It inmeases chances of making a teacher obsolete, making her/him 
more dispensable and vulnerable particularly so that tecbnology is viewed, in the 
tecbocratic paradigm, as a viable sübstiMe for a teacher's role. As technology takes on 

some of the teachers' responsibilities, it also takes away herhis bargainhg power in the 

labor market and erodes hedhis f m  grip on the profession (Hams, 1982; Carlson, 1W; 
Kozol, 1993). Without transcending to become a transfomative intellectud, the end 

result is for a teacher to become just a technician. deskilled professionally and merely 
operating as a clerical worker. 

The education systems of countries like Uganda have sibfered more devastating 
and crippiing blows as a result of globalization that has drastically led to severe budget 
cutbacks. This has meant that teachers' piofessionai image has suffered and conditions 
of work have dso deteriorated further. It bas also accelerated "internai brain drain" the 
teaching profession has aiways suffered. This is a process whereby teachers leave 
teaching to do other jobs which they consider to be better remunerated than teachùig. The 
forms, therefore, in which depmfessionalization. proletananization and deskilling are 
taking place in the Ugandan context seem to be dinerent from what obtains in the North, 
although with nmüat consequences to the teaching profession, but only different in kind 
and degree. It is evident in the current poor quaüty education teachers receive; the rate at 
which teachen leave teaching, poor nmuneration and the failun of the profession to 
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attract motivated people to join it, leaving it vuinerable for those who are "stranded" as 
one respondent pointed out. The large number of untrained teachers that constitute a 

sizable force in the teaching cadre and the failure of the teaching prdession to retain some 
of the dready W e d  ones refiects the dispensabiiity of the trained teacher and how dhe 

has been substituted with Less trained, and in some cases unbaineci, teachers. I amtend 
tbat, in a way, it is a fom of depdessionalizing, proletarianizing and deskilüng process 
of the t a c h g  profession in Ugmda. The untrained teacher is more liable to be l e s  
assertive and easy to contiol with even l e s a  bargainhg power for better terms of service 
than a trained teacher. 

In a nutshell, teacher participants klieved that theu teaching haJ betn heavily 
Wuenced by the old teachers who were teaching them before entering teacher education 
programs and that influence has endud up to-date. However, some aclinowledged that 

they benefited some s k . s  from teacher education programs which supplemented the 

techniques they acquired through obseming their old teachers. The fact that teachers 
believed tbat a good teacher was created "naturally' and by "birth" rather than by 

preparation in teacher education institutions remains a challenge to the School of 

Education and othet institutions that provide teacher education in Uganda. Research and 
available theory supports this evidence that student teachers entered teacher education 
programs having already acquired certain orientations, beliefs and attitudes toward 
teaching as a consequence of the many years they have sat in front of teachers as 
students. Such a predisposition to teachers bas tended to have fa .  reaching impact on 
student teachers' appmaches if the programs they go through during their preservice 
preparation a.re merely routine lectures that serve to reinforce rather than help to bring to 
an end negative earlier acquired experiences (Bacchus, 19%; Britzman, 1991; Zeichner, 
1m Dias, 19û9).' In which way is teacher education in Uganûa infomed by what 
obtains in red classrooms with d teachers? 

4 m 3 m t m  Qmality and pedagogy 

Teacbers were askeâ to share theu experiences conceming the training they went 
through to become teachers. The t h s t  of the sub-theme focuses on the micro-aspects of 
nlevance in terms of quality and pedagogy of teacher education pmgrams. Babirye was 

of the view that: 

... in Sociology of Educc~ion thqv used to teach us about the kind of 
smdents we would meet; deviant c h c t e r s .  undisciplined and how you 
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have to coter for t k m .  ... they told us that there me many things thut affect 
astudent - peer groups, f d l y  background, the envjTonment kidr grow in 
... r f 1  b w  the kind of buekground you have then I would be able to help 
you ifyou are a devimt or ifl kunv thm its yourfiendr who are dèstroying 
you I wfll sriU tdk to you fiom that aspect of your fnends m; August 2, 
1994. 

The view expnssed by Babirye that they used to teach us or "they told usw gives the 
impmsJioD that the exposwe was theomtidy onented baseci on the "banlringw paradigm 
pedagogies without arousing criticai awmness arnong the -dents of their own reaiity 
and how ta k able to act upn it. The practicaï component based on the critical paradigm 
that would have lad to Babirye's empowerment seemed to have remained untaclleci. 

According to Dajo, teacher education programs left a lot to be desired. He 
narrated his experience in this way: 

m e n  I w u  still a student teacher, of al1 my iectwers nobody m0ed to 
involve us in hic lecture. So we wenr out without mi experience of how you 
can involve a child in a lesson ...p raeticdly. When I qualijfed. I fot one. I 
did not involve any renchers I trained NI my lectures. I would just come 
with prepmed notes, even I would go to the libra~y? pick any book, any 
pagesand s q  "you me mature you know what to do." ... ifyou have not 
pmriciprredinsoniething QS you are being ttained how will p u  numuge to 
effectively do it somewhere else? ... These teachers who me haïf baked as 
far as teaching methodr me concerned - involvement of pupils and whm 
have you, me not responsible for that short coming. These lecwers, is t k e  
a school in Ugmida where lechaers dso study tecturing nrethod?~eachers' 
Workshop, November 11,1993 

Dajo identified his method of work with his training as a professional teacher in a teacher 
education institute. 1s Dajo questionhg the legitimacy of the lecture method in teacher 
education institutions? Could it also be a step in Dajo's recognition of the dehurnaniùng 
reaiity of the lecture method? How can Dajo be able to reach a "position to work out 
actions that will challenge and change conditionsw that sustain the "dehumanizing reality" 
he has identifed as the lecture method in leaming? (Hiclding-Hudson, 1988: 17). He 
believed that he drew on the practices of his teacher educators to do his work. According 
to Somya the lecture method is ideal in pre-g teachers: 

For us hete we me dcaling wirh different students. We are handling very 
mature stidents w h  the lectwe method is quite ideal. But when you 
come to the secon&ty b e l  that is where you expect these vmiety of 
rnethodr thar we give to them and apect rhem to use for that Icvel. When 
t k y  themsetves come here and b e c m  lectwers at thb levez, trhey can&pt 
the lecmng rnethod. It is not t k t  we should use the same method thar we 
expect them to be using because we me hmidling di@iereent ieveis. niey me 



handling different childien altogetk at a different levei and we me M i n g  
riion at a different b e l  m; Septemkr 2û, 19951. 

Somya's views imptied that mature students do not need to participate in their leaming. 
In other words, they are a captive audience where to "bankW information (Freire, 1970). 
However, on graduation. they are expected to practice a variety of methods that were 
talked about durhg their teachertrainhg. Somya does not r e  any dismpancy between 
theory and practice in teacher preparation, particulariy the 'giving' concep as appiied to 

studeot teachers. She felt tbat a given method in lecture fom would place a teacher in 
gwd stead to practice it at the Ievel dhe wodd be teaching. 

Kalema, another teacherpamicipamt explaineci how he found the training program 
that prepared him to become a teacher as foliows: 

The Program is very inudequate because for example the tinte for the 
rubjects t h  make someone a good teacher is quite little in the training. For 
instance, these subject methods me taught in the lut tenn in thid year. ... 
And men when it cume to t e d i n g  practice. it is not done in the &est way. 
For instance, 1 was supmked only twice, In Second year t w u  nor 
supervised and I got the degree a d  on my hansmpt I got a Bi indicating 
that Ipassed Teaching Racn'ce- me school of education itselfneedr some 
bit of remuctdng. And they should put emphasis ... on teaching practice. 
Becmcse b is not generally given enough priority. ... They give prioriry to 
other subjects that don't prepare teachers. ... some teachers aMgraducming 
from there they c m  not express themselves well. You c m  see men during 
school pracrice students fail tu express themselves weïl, they fear the 
students, especiallj the girls, because fhey me not gnten emugh h h i n g  10 
practice. So generalïy, the school of Educotion does not give good 
preparation. I can? for instmce say that the Philosophy of Education I 
studied wus men adequate neither was it relevant to what I m n  teuching 
August 4,19951. 

For Kalema, teacher preparation, particulariy school practice was allocated Iittle time 
which could not prepare an adequately equipped teacher. Insightfidiy, his views afso 

revealed that the high grades that were used to quatüyfpass or fail students did not tell 
much about the quality of the quaüfed teacher. It also rcfiected how over-reliance on 
results pegged on statistical figures and grades left a lot to be desired in increasing our 
knowledge about the situation being evaluated. The testimony of the respondent tbat he 
was not supewised and yet he got the degree and on his tninscript he got a B+ is a 
challenge to the School of Education. Could it be that lack of supervision of teaching 
was due to lack of "resoun?tsW? In which way, and to what extent i s  school practice a 
priority in teacher preparation in the School of Education at Makerere University? 
Bacchus (1996: 834) has also noted that: 
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A funher influence on how student teachers will eventuaüy teach is the way 
in which the faculty at the teacher coileges themselves teach and supervise 
their students w o k  The instructional sttategies used by the faculty in many 
teachen colleges in developing countries focus on the knowledge 
transmission through the lechire methoci. This simply reinfarces the 
teacbing methods that the snidents have earlier experîenced in school (p.û3- 
4) - 
Ninsiima, another teacher, was asked whether her professional hainhg equipped 

her with skilIs, values, and attitudes that helped ber to produce hsinsformative citizens, 
her responr was negative: 

Hi&, no. YOU see khi&, Ithink it is out training: there is ahuays tha~fem 
of failing. f i  is inhetent wirhin us. ... For example, yout reiationship wirh 
YOM. teacher, ifyou are bad, a teacher will neglect you. Or ifyou fuii to 
comply ... the teacher will malice you. OIa educdion systenz is such t h  if 
for euvnple, Igave 5 marks out of 50 to o stucCent, thai srudenr hus no right 
or no way of coming tu ask me w?y have you given him 5. Tan you 
@ah, cm you accounr for your giving me this 5 out of 50 ? " We don't 
hmte rhat system , f um sony. O k q ,  maybe ... that would be giving a lor 
of power to the stu&nt but the American system is such that o student is 
supposed to know if you put an x why is it an x? m; July 13,1995). 

The view held by Ninsüma that the American system is such that a student is supposed to 

know if you put an x why is it an x? and therefore an ideal mode1 worth emulating needs 
to be treated with siceptitism. Some critiques have viewed the American system of 

education as also deficient in justice and equality to American children. The system of 
education has been viewed as disseminating a form of "indoctrination" and "Big lies" that 
serve to perpeniate "Savage Inequalities" (Macedo, 1993; Kozol, 1990; 199 1). 

The cnsis of confidence and authority on the part of the teacher caanot entkely be 

rooted in the individual teacher's personality. Most Iüely, it could k due to the nature of 
hislher training tbat was devoid of democratic empathetic and peacdul meam to problem 

solving/confiict resolution. Does the pmcess of conflict resolution at the end leave the 
weaker party empowered b d  on no-victor or humiliateci or vanquished approach; or a 
teacher resorts to power aad intimidation, demanding undue cornpliance from the 

students? C m  a teacher apologize to a student if indeed he or she was the one at fauit? 
What was obsmed in one of the schools where the study was conducted is that 

one time, intellechial curiosity in tenns of asking questions was highly suspect and met 

with resentment mistaken as a student's desire to challenge and thmaten the intellectual 

foundations of a teacher. It is of interest also to note that the example she chose to explain 
asymmeüical power relations in the school setting is slanted grossly in favor of a teacber. 
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However, this view implied that the students' intemt would not particularly be vested in 

understanding the concept behind theu low scons in relation to what it stands for in 

temu of theit knowing, but just concerned with merely a good grade. Similarly, a 
teacher who does not expect a student ta ask him or her why rlhe was given a low grade 

may be less inclineci to use the grade as a signpost in guiding the m e n t  to an alternative 
possiiility among the many options experimental reality may offer (Alensky, 1957). 
When oriented to such kiiefs and practices in hislher pedagogical appmaches, a teacher 
wilI cultivate, nurture, stimulate and whet the desite for, and almost an addiction to, the 

grade among students rather than a desire to search for knowtedge. 1 wouid like to tem 
this, "the grade syndrome". 

in further description of the kind of orientation she acquired during her teacher 
preparation, Nintiirna nanated that: 

The type of eàhcation l am sony to say we got is o fuct-oriemed type of 
education. The fact that you me a teache. you me supposed to go in fion? of 
the students, teach them, d e  sure they have go? this and this d this topic 
thut is why you have topic aims, the aik and objectives. 1 am not trying' to 
dticize ... out Lesson planr Md what have you, but thete you me- aim and 
objectives- ifyou reoch c b s  d y o u  find a situation which is not going to 
allow you to make a conclusion which you othenvrie nade in your lesson 
pian, what me you gohg to do &out it? But in our teacher training, we me 
taught- ... 011 your energy, should be gemed to niaking thar conctusion you 
have ... mode before. So. r k e  is a predetermined-the end justifies the 
means, not the meanr justifying the ends. niar is the vpe of educution we 
go? m; July 13,199J1. 

implicit in this voice is lack of any allowance for situational flexiality. This rendea itself 
to the Tylerian model whicb is tecbnocratic in its unilinear orientation. Ninsiima was 

reflecting on education which seemed be guided by achîevements at-all-costs vision 
(Apple and Beane, 1995). As she noted, it was fact-oriented, witb predetermined aims 
and objectives and a conclusion. in a skeptical mariner, this teacher wondered as she 
said, the= you are with a pre-determined agenda; what happens if the situation is not 
conducive as pre-determined? This is a dilemma which, indeed, is a reality a teacher is 
iikely to face while executing hermis duties. This mechanistic approach of preping 
teachen to go in fmnt of students and lecture to them stresses the hienuchically airanged 

cIassroom based on asymrnetrical power relations of topbottom, giver-receiver 
approaches ta peàagogy. 

The view fmm Mulindwa, a policy maker was that the teaching profession 
recruited people who would not make trandonnative teachers. She explained that 



... other people say but these students corne to teaching as a iost resort. 
M q  of them me those who score low mmkr. ... bmically they me not the 
shmp sttcdents who would look for this intellecrual scope we me falking 
about. S e c o m  they are str*lI tating educatiotz for something eise. ... It is 
a stepping stone. ... thme in the field me srucR t k re  becouse something 
good kas not yet conie. [PM; Novemkr 10,1995$ 

For Mulindwa, the teaching profession lacked the capeCity to attract students with better 
pdes. A p d e l  view was from Oye and he noted tbat majority of those who were 
recruited into the teaching profession joined not because they w e n  responding to a caüing 

into it: 

WeI19 a gwd mmry teachers who have gune through universiîy and taken a 
course like BA. Arts anû the rest, becrmse when he cornes out he has no 
cleatplace to go. andso he probably goes tu do PGDE in or& tu survive. 
So. there is not rhar much dedication to theit work. He does not redy  get 
out with the propet Niput which actuully someone who had ideuffy the 
cornmitment m; July 2'7,1993. 

Ir is again the enami124tl*on-orientation of the curriculum. ... So you find 
surnebody may jus? go there for euanr. He doesn't have the profession at 
hem. Mony corning out are just coming, wirh the view thot "if there is  
amther chance, I will go, but i am really not committed fo teaching ". While 
they me here. they me looking l i k  this [looks right? lefi and nght and lei].  
The profesion doesn't bum in rheir hecvts because they were tald to take it. 
So it doesn't bring up that compassion for being in the teaching profession 
[HM: July 28, 199q. 

Bandura's argument implied that although new knowledge, new understandings, new 
theories of teaching may force a re-examination and a refomdation of teaching reality, 
the way they are 'taught' in teachet training institutions in Uganda did not seem to have a 

significant impact on teaching activity. 
However, the opinion of a policy maker was sought whether she considered 

teacher educators' input ta be adequate to convert and empowet training teachen to 

become disciples on leaviag the training institutions and her response was: 

Well 1 om sure a lot of effort is being put in. Really I c o ~ o t  elabmate on 
that. Igo there only ?O interview them. But I still go bock to what I s a i d  
They ore not challenged enough in their thinking and acquisition of 
biowledge and skills to battle with such iss~es which you are raising. I 
l i n k  the courses me so routine; teaching practice, a lecture here a Z e c ~ e  
there. Thatlr ail. But I think they need more chnllenging erperiences and 
expowes to discussions, to program and activities which involve their 
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thinking mid possibly even using their hands and so on. so that they 
develop that sort of interest. ..J always ark them: where did you put your 
pst choice? " WeU I wanied to do B.Cum. andail this md all t h  " Then I 
say. now you are here do you like it? Well I think I c m  cope. Su I think the 
cornersion doesn t toke phce ut the college but C believe as they get s a d d  
with it they jam t k r e  [PM; November 10,1993. 

Accorduig to Mulindwa, student kachers were not adequately challengecl in their training 
ta develop critical thinhg sLills. She viewed teacher prepamtion as a formality or ritual 
of passage. Teacher education institutions failed to accomplish the mission of hirning the 

admitted students into disciples. Kadari, one of the teacher educators raised views that 

were parailel to those advanceci by Mulindwa, a poiicy maker. He confirmeci that 

... we have a general fmlure 1 thmk becaue of our @lems of running up 
and down. We have a genetai failwe of cteativity. I think initiative is 
lacking. m; September 18,1995J. 

He went on to relate his example fmm the field of engineering to teacher education that 

... you go to a school and you find a qualified teacher from here or from 
wherevet but a professionai teuchet can not handle a siubbom girl in class. 
Imteadyou c e ,  you &eut and bru?talire d s e n d  away and do what. So Z 
think that is where the generai fcu*lure is m; September 18,19951. 

Kadari fwtber elaborated that 

In fact I alttwst faied one girl. ... There is a stubborn boy in S.2 and . . . 
The boy osked o simple question and unfmtu~tely for this girl she was 
teaching my subject. He asRed the question: "Are the h g i ' s  h o ? "  And 
shejust go? up with rage ... "stupid you me very stubborn you boy. I am 
going to send you ou? of the classu. ... Md the whole clars laughed. S.2. I 
warched. the girl after barking at the boy she never gave any amer?  the 
boy was h u m i l i d .  ... And you see this boy hus a hunchback 
September 18,1993. 

Asked whether the training the student received could have contributeci partly to that kind 
of attitude and method of solving problems, Kadari's response did not d e  out that 
possi bility : 

Well that's one. Because in other system thar girl would have been 
identrped t h t  she har got a maladjmted behatior rhat ... would lunte been 
identified emly. Thm is why I am sq ing  that the whole system is diflcult. 
... in the end you ?eu& 300 students, you cm not h w  who is very go&, 
who cm approoch this, who has a good discipliinmy meosure of which he 
CM take for clms conh.01 system-m; September 18,19951. 



W e  may begin by accepting that the intern tacher [student teacher] had a problem that 
could be associated, partiy with her on-going teacher prepatation. However, Kadari 
believed the student teacher had a dybunctionai behavior which he called a maiadjusted 
behaviof. Kadari seemed not f d y  willing to consider that the student tacher's disability 
was probably due to pechgogicd diSculties located in her tcacher &cation preparation 
(Ingleby, 1976; Ciimmis, 1986). Mayk, the young student teacher could have k e n  a 

victim of her inadequate preparation, tather than having a maladjusted behavior. This is 
not any différent from the modemization world view which tends to blame the victim. 

What this student teacher did in her classroom was not different from what a 
Iechicerdid to his student teachers as the following narrative of a practicing teacher's 
expenence revealed: 

We hud a lecturer in mathemcltics. ... that gentlemmi wac not prepared thclt 
day. ... he corne, it was even in the afernoon, lays his work on the 
chalkbapd, and soniauhere things jmmed. So whar do we do now. We 
Iooked a? each other, we looked at each other. The man becme st0k 
conrpletely. So one of the membms knew where the prubiem was and suid, 
Sir there is one thing you have forgonen. Have you seen that step number 
three, there is sornerhing you have forgotten. The man's wires got off 
[mecuiing ??tut he loa his temper] thrawing pieces of chalk ut us. Now we 
were scmed now [-*ciponts laughed]. First of ail he saUi in order to get a 
good grade you have to becorne a humble boy. We looked at each other 
there was nu one who could stand up and put that thing right. ... 
Unf~nmc~tefy he dui not apologi;e. Up to now m; November 1 1,19951. 

As a role mode1 for his teaching subject to the student teachea, it is evident from this 

narrative that the teacher educator's approach was not oniy problematic but cbaotic and 

dmcult to follow. His method of work was authoritarian which rendenxi it suitable for 
purposes of domesticating his student teachen instead dempowering or liberating them. 
He used intimidation to elicit subservience and submissiveness for staging a one-man- 
drama-show. h m  Balita's point of view, the teacher educator was teacher-centered and 
any participation of the students was cunailed. Any efforts by the students to claim some 
of the spaces was suppressed with some doses of physical intimidation. Their 
knowledge was de-legitimized and therefon did not matter. As if that was not eaough, 
the teacher militarizcd the class and he did not hesitate to precipitate violence as bis act of 
throwing pieces of chalk at the students shows. 

Much as these practices canwt be generalized to dl the teacher educators in all 

teachet education institutions, thete is ample evidence to show that there is a justified 
need to revisit some of the attitudes, beliefs, and practices of teacher educaton in 
institutions of education. The cunent practices seem not to pmmote efforts geared 

97 



towards preparing a teacber who is empowereâ. The use of a grade as a means of conttol 
still prevails in educationai institutions in Uganda where subservience is no longer a 
weakness but a strategic virtue for survival. Thû has many implications for national 
development in that a c a b  of teachers who mainly imbibed a culture of silence and 
submissiveness most likely wiii pass on those attitudes and habits to citizens entnisted to 

their education. Similady, students who emerge from such an education system 
internalize values, attitudes and beliefs that are slanted to the togdown orientation, 
expeaing the masses to listen and take orders from them, denying them a voice in 
decision-maling and rnargiaalizing Wiigenous knowledge. It may be worth noting hem 
that Balita, the teacher mspondent who namted the eqmience 1 am referring to, heid the 
view that sometimes it may be right for the administration to corne in and manipulate the 
students' elections to reduce opportunities far more radical ones to be elected. In other 
words, he does not believe that students can rationally and responsibly enercke their right 
of participating democratically in electing their own leaders. It dso aligns weLi with the 

view that the masses are not capable of making a rightful decision for themselves without 
the guidance of modem elites. 

One school administrator also expressed discontent in teacher education in the 
following way: 

1 think even the teacher trainers perhcrps do not do a good job ... they didn'r 
hate that comnritment in ttaining teuchers. Becuuse the new people who me 
coming Our ruejurt a disappointment. ... Even the teuching pracrice is not 
there, it is absent. [ZLM; Iuly 28,19951. 

Further discontent in the quality of teachen and their training is yet aihoed by a teacher 
educator: 

... children me not trained to do things on their own and yet they cm do 
quite a lot. Recently we ki o child ?O child seminar and yuu would be very 
much ~111t4,yed t o j W  out how t k y  conduced the seminm. ... they me m t  
being given chances to do so. And l i s  &O ... echoes w h  kind of training 
t e w k s  have had. Because th& training w u  nor a pmtlkiiporty kinù of 
thing. They were also brought up on chalk mid talk, ... mid also tu copy 
notesfiom the b k k  b d  So these temhers have nuthing to OB IO their 
children and I feel that if we me going to k tuking in l e m  of guolity 
e&cuiion, these chieen need ?O be trdned to l e m  on their own. Leaming 
to l e m  I think Ct Iiachg [Coderence Participant; November 15,1995j. 

The implications hem are tbat the process of cunent learning both in teacher education 
institutions and schools have faiied to promote independence arnong the leamers. A 



pnmary school principal at a coderence on Education for Al1 teacting to one view 
commenteci tbat 

What we me focing is that colkges me now prhc i ing  Mf baked teachers. 
We pndproblems, as you check the schemes of work of the teacher you ark 
yawselfwkther the teachet is reaily puirfied. So nry a p p d  is thut the 
reacher eùùcotors who me atoundplease w k n  you go h k  home help us to 
prodicce qzditative teachers ifwe me am quolity chcation [Conference 
Psaicipant; Novemkr 15,199§). 

Implied in her view is that the old generation of teaches were better than the current 
geneiation and thedore prepared better citizens who pbably contnbated to national 
development. Zinunura shared her expenence coucerning the teacher education pogram 
that 

... Our tirne we were &ng conetment diplonio in EciLcation. So educution 
was m i n &  taken in 4th t e m .  And thut 4th tenn people were not serious, 
except thut somehow we would reud and pus .  But we wete no? putting 
much effort, we would not concentrate much during 4th t m .  I think the 
t h e  taMe was Im O bit. You wouid mdy i~ the m m i n g  andget the rest of 
the doy free. But we shrdied [HM; Aupst  2,19951. 

Another participant noted that: 

Instead of the child centered method which I think is a better evil we have 
temher centered method which is pure lecture or if you are unfortunate 
there me men rimes when the teacher gbes notes to other pupils to wrire on 
the blackbwrd for the rest of othm pirpils to copy [Cderence Participant; 
November 15, 199s]. 

One participant made the entire forum laugh when he referred to this approach to teaching 
by remote as "Some fm of distance education". Among the students who a teacher 
leaves notes for them to be written by another student, some wiii k c o w  teachers to give 

continuity such teaching strategies in their classrooms. Some of the graduates of such 
"distance education" have almcly qudifîed as teachers, busy npc'oducing themseives. 

The view that the quality of education bas suffercd in Uganda cornes to the fore. 
But mainly, the analysis nrnains situated in the modemization paradigm echoing a 
nostalgia that the old generation of teachen was better quaiity than the present generation 
of teachers. This was advanced by Obadia but Bwengye challenged his belief that the 

system is consistent. Simila. sentiments were pronouncecl in the Forum on Education for 
aU by ffijubi and one schwl principal that the prob1ern of quaiity is located in t&e new 
generationof teachers. There was also a tendency of aggregating the problems of 
education to lack of funds, e.g., in tems of resources and materials to prepare and 
remunerate teachers. Admittedly, all these are necessary and vital ingredients for the well 
k i n g  of the whole education system. Nonetheless, mere funds cannot be a panacea. In 
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which way do the past generation of teachers and the present one subscribe to dinerent 
principles and paradigmatic orientations? What is the paradigmatic orientation of teacher 
education in Uganda that guides policies in their p l d g  and implementation stages? 

4,s. Participation in professionai associations 

In the interviews with teachers, attention focuseci on the kind of associations they 
belonged to, and how they pmeived tlvm as usdal instruments championing their cause 

in as far as theu professional growth was concemed. The single teachers' association 

that can daim to be operating on a national scale is the Ugamia Teachers' Association 
(UTA). According to the available official documents of the association, ü T A ' s  
objectives included some of the following: 

(a) to unite teachers; (b) to promote and maintain the interest of the teaching 
profession and sdeguard the interest and welfare of its members; (c) ta 
render the tcaching profession attractive to the rising generation of Uganda; 
(d) to secure the solidarity and extend the influence of the teacbing 
profession; (e) to aidl or m a t e  with locaV nationaV international bodies 
connected withl or interested in the education of the child; (0 to maintain a 
high standard of quaiifIcaton, to m i r  the status of the teaching profession, 
and to ensure that ail  the educational services of the country are open to the 
memben; (g) to provide means for the cooperation of teachers and the 
expression of their collective opinion upon rnatters affecting the interest of 
educatioa and the teaching profession; (h) to enable members to receive fair 
treatment in whatever part of Uganda they may be worlring; ... (p.16). 

Mth these objectives guiding UTA, the association claims to k involveâ in activities of 

"promoting the individual nghts of teachers and providing him secunty; improving 
conditions of teaching and salaries; improving educational standards and increasing 
profesional cornpetence ammg teachers; encouraging teachers to fonn, run and promote 
economic social services; and conducting leadership training workshops" (p.17). As 
later analyzed, whether UTA bas lived up to its expwtations is a question often posed by 
teachers in their narrative. 

Then are other organizations dso that exist dong side UTA. The prominent 
ones are the Teachers Parents Associations, Headteachers Associations, Rincipals' 
Association and saw subject teachers associations likc Science Teachers' Association. 
Teachen Parents Associations are limited to each particular school, that is, each schml 
operates its own independent ETA. PïAs function as voluntary associations rnainly 
concemed with the welfae of students and teachers and the overall development of 
schwls in Uganda. The signifcance of K A S  has been identified with "maintenance of 
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scbools by providing them the much needed financial support." (Govemment White 
paper, 1992: 208) The recommendations of PTA are required by the Ministry of 
Education to k approved by the Board of Govemors More any action is taken on them. 
But consideration in tems of' derence for the purposes of this study wiU be confimed to 

the views from teachcrs on UTA and Fi'&' of the schools that participated in the study. 

4.5.1. Teachers and Uganda teachen Association (UTA) 

Teachers in one focus group were asked for the associations to which they 
belonged. Kobutesi responded as follows: 

ïky introduced the Wgmrda Teacbs  Association but I h ' t  think it 
embruces the majm*ty of tkpeople. Most of us. we are there but we don? 
subscribe to il. Because nuut of ur don't have an ussoci&ion that cm &ring 
us all together. There is no way out, we cm 't join it men if it ir here in 
Kàmpulo. It is not ean, to get in touch with al1 the teachers in Kmpuia. And 
people me son of committed afer school so you cannoi freely get time ro 
interact in the crrsociotr*ons and they don? have a solid gtound where you 
have someone representing you here d there in rhose meetings of the 
~ssociarion. niey are rare in secondmy schook Maybe in primcay schools 
becmcse we usually hem them demonstrating. we hem them meeting m; 
July 27, 1993. 

According to Kobutesi, UTA has not been able to mobilize teachers to achieve the 

optimum level of solidarity. Her tone depicted dissociation and detachment from the 
organizations dealings. She was convinced that OTA had failed to organize, later on 
mobilize teachea who cumntly were pre-occupied with survivai which is one of the 
objectives UTA has not ken able to help teachers to nalire. The struggle for survival as 
portrayecl by the respondents scemed to k too overwhehing to d o w  teachers to corne 
together and reflect on U r  plight collectively. Kobutesi voiced currents of disunity 
between pnmary school teachers and secondary schoo1 teachers. Worth nating here is 
that it should have k e n  the duty of VTA to mite al1 teachers irrespective of their ranks to 
work together in solidarity for the development of the education system and national 
development. When I asked Kobutesi why associations were not given time as other 
commitments, the response was: 

%e me no initiaives to begin that. nere are many ways of looking at 
things and people feel thal maybe they are satisfied in the job sort of, 
resenting being more reactive mid in such a w q  niaybe it helps them 
because they keep cool in the background while those who react srill don? 
get out whm they w a ~  in tbse associations m; July 27, 19951. 



According to her, both the active and the passive do not get abything useful from U ï A  
and other ~rg~zat ions .  Io her view, she did not see the advantage of being active since 
neither the passive nor the active had succeeded in transfonning UTA to serve them 
bettei. She did not consider that her passivity was a very big disadvantage to the active 
ones whose soiidarity and coiiectivity were constantly underminad by pmjecting the 
active members as seU-seekers instigating trouble where everyone was dent and happy. 
In otbcr words, passivity was on the side of those whose strength Iay in the disunity of 
the teachers. UTA was not able to attract teachen to iâentify with it or feel that they 
beloaged to it as refusai to subscribe to it tended to imply. The attitude of the passive 
teachers was like tbat one portrayed in George Orwell's A n i d  F m  where some 
animals felt that "whether there is a wind mill or not Me wiii remain the same". This 
attitude of despair has implications for national development. Asked whether 
associations were considered useless, another tacher Apia said: 

An assoctarion is very vital only in that we me lucking comminedpeople as 
teachers so t& we cm r e d y  d e  rr&m association. This one which is 
t h e  is very imebant it is on paperjwt. I? is no? a practical one, it is quite 
imctive. ... I am not sure of the buckground of CnA. But possibly ir is 
abmilcoteti by people who were initurlly in the p n b w y  section. T k y  me the 
ones who started if. If is a v q  d d  one m; July 27,19951. 

She recognized the vitality of an organization but felt that a dedicated cadre of teachers to 
make OTA functional was lacking. Though UTA was viewed as unpractical and 
inactive, the dichotomous categorization of "we" and "theyu of primary teachers and 
secondary school teachen undennineci the psibilities for a united teaching cadre. 

Another view fmm one Kobuteti was that: 

... even if IITA was strong in secon&ry schouls it woulh 't mean much 
because each school tends to organize and satisfy ifs workirtg class 
according to the cqabilities of the patenfs. Su ifa school har smng parents 
who cm contnrbute so much then the teachers will be benet off and they 
won 't need to join thuse msociutions. Becawe the association LF attachedto 
the Ministry, ifthey/ind out WW they ute doing îand they me trying maybe 
to Cnscuss andget raisedpvrymerrls or me trying to get 4~commocl4n'on~ food 
allowanees, or &nations then the Minishy w i I 1  intervene and ir will be 
jEring back. So the second.y group prefers to keep in the background 
because eoch school bas its Bwrd of Gavetn~ts w k e  they discurs md see 
how to upfijt the stcUtCGCUds of eoch indivdwl teachet in the school, The 
parents nuiy want fo give us as much as they con but the Board of 
Govenrors have to siî and approve how much tu give. ... At tims it may 
not be even the B d  of Gmernors but the Headmcl~tms .. may be so mean 
mid they do not wunt to release the money m; Jdy 27,199Sj. 



Inequdities in the schools in ternis of PïA support i n c d  inequalities among teachers 
based on incornes. This undermined their aiready weakened coherence to act together in 
solidarity and bargain for equality. In the absence of a viable UTA, teachers have 
clustered around their schools and WAs' are looked at as part of the solution and 
substitute. This has furtâer undermined the already shaken Iegitimacy of UTA's 
existence among teachers. It thenefore mains almost impossiible for teachers who teach 
in schools with the richest parents ever ta rise and stmggle with teachers who work in 
schwls attended by childm of tbe nuai and urban poor aad demand justice and equality. 

PTAS have fded a vacuum that UTA created in itseif, and taken overits memhhip. 
From Kobutesi's point of view, the training orientation teachen received from 

schools and teacher education institutions did not account for the current inciifference 
teachers depicted towards UTA and/or fomiing other professional associations. That if 

It is m i n l y  economic shortages. I doubt if if  is training- not training. 
Becnuse in training Idm't think thqv stop you fiom d g  associations. Ir 
is the hmdrhips teochers go rhrough that make them feel thot it would be 
worthless to join such an arsociution because ir mny not uplifr their 
standmd of living. It is a wasre of time. If you c m  find an alternarive to 
survive, so much the berter. ... long ago teachers didn't go in for this 
jumping up and h m ,  ùbing business; they would concentrate on teaching. 
But you fmd imteuà of being at school someone haF to jump up and down 
to d e  sure ends meet. So one Iurr no rUne for associations which are 
fruitlesr. One would rather go in for something tangible fïR; July 27, 
19951. 

According to this participant, the impoverished and disernpowering condition teachers 

found themselves could explain their failure to fom formidable professional associations. 
Associations were identified with verbai gymnastics that could not directly be translated 
into a tangible meal for a teacher's s t a ~ n g  family. The routine fragmentation of a 
teacher's time he diverted fmm his professional activities to stmggle for suwival in the 
wider society contzibuted to his deskülïng - a process that deprofessionalized a teacher by 
reducing his interest to leam new things for professional grawth and undermined bis or 
ber contribution to national development (Bacchus, 1996). All these were some of the 
goais UTA set itself ta accomplish so that teachers could kst be able to contribute to 

national developnent. 
Fmin the perception of Kabutesi, the aim of associations is 



... to improve the well-being i~ terns of finance, in tenns of training, in 
terms of accommodation .... n<ar is why the secon&ry gtoup has resented 
OTA becme rhey don? bene@ from it so mch. [TR; July 27, 1995j. 

For her, UTA's con- should be to uplift the weil-behg of teachers which indeed is 
one of its objectives. The tone in her voice was of dienation and indifference to what 
UTA was doing. 

Another teacher participant, Rushada, felt that as teachers: 

... we me ut difient bels- S o m  me we12 to ck>. othen have indifferent 
attitudes, others me bury moving fiom school a,b,c,d luokiing for money. 
niey have no time for such rm orgmcxzation anà they evm RMW that men if 
you f m e d  ir none would fisten to you. .... And in any case we are 
divided. ZJtere me some teachers who c m  j b m  well paying schoois. ... when you me agitating for a higher prry they doesn't see why they should 
join you. Anorher thing ir associaed with embezlement of finds. ... an 
associarion like that one, each teacher is asked to contribute u certain amourtt 
of money. So teachws look at such orgmizations as enriching a cmain 
group. So they don7 want to part with their money-[TR; August 3, 19953. 

The above view depicted some elements of inequalities. mistrust, materialism, 
individualism, and mismanagement as constraints to the formation of a viable teachen 
organization or association. They have woiked band in hand io undermine the wilI and 

the spint to work collectively for impmving the image of the teaching profession thmugh 
viable organizations and associations. 

As earlier noted, secondary school teachers looked at primary school teachea as 

the 'other' in dation to 'us'. They believed that UTA was a monopoly of primary 
teachers and that they isolated secondary school teachea. Hence, there was no united 
and common fiont to articulate a common cause or goal among teachers. Asked whether 
she felt that secondary schooi teachers had anything in common to share with univenity 
teachers, Kobutesi said: 

Haa... Those ones are above us; we don't even think about them. 
Sincerefy, we don't thhk &OU university teachets. No. Because for them 
we think when the govemmenr is giving, it isolates them. niose are 
di#erentpeople su we don 't have any connecrion wirh them or relationship 
with them. And when they me complaining. " Eh! You produce us ùad 
students! You don't do your work!". I dont think it he@. I don't think 
t h  k men a &sire to join them because they me alteîtày crrtered for by the 
govemment und isolatedfrom the rest m; July 27.19951. 

Although university teachers regarded themseîves as teachen in some respect, secondary 
scbool teachers felt that they were not one of them. Kobutesi felt bat  the government 



valued university teachers anci rernunerated them in a pderential way compared to school 
teacher- Furthemore, instead of expressing solidarity with school teacbers, university 
staff were viewed as blaming school teachers for tuming out poor students that join 
University. However, teacber participants and pdicy makers, also attributed some blame 
to the University for pducing poor teachers. 

Apia was asked whether she felt that as an individuel teacher and a change agent, 
her contribution would be in position to impmve the way UTA operateci. With 
pessimisrn she observed thus: 

Yes. Thot is possible, but the problem is thm &fi c o u l d ~  un dtentattive 
t h  cm raise me nwte money, why snOuId lstmggle for a cause which will 
not beneft me much at uli. Ifone is ?O beneft anything it will be so linle and 
a* a long time. lflcanfind un dtent(ttNe su much the better m; July 27, 
1995]. 

For Apia, rather than struggle fn>m within and collectively, it would be better for her to 

act individually by d i r d n g  her energies into something that would yield to her more and 
immediate retums. According to Muhenda, Apia, and Kobutesi, they expect someone 
0th- than themselves to do good things in the profession for their well being. And since 
there is nobody forthcoming to do those good things for them, they have resorted to 
search for s u ~ v a i  outside the profession. These alternatives for survivai are inimical to 

professional growth. As Apia pointed out  

The economic strain ha. forced us ta d d o p  divi&d in~eres~s. Yuu cm '2 
concentrate on sornerhing t h  is not worthy sureiy m; July 27.19951. 

Asked whether in the educational institutions they attended were encouraged or instiUed 
in them a spirit of working coilectively, the nsponse was, "We live in a cornpetitive 
world". Similady, Muhenda said: 

Not much. There w u  nothing rnuch The only tirne naybe you do group 
work is when you go to a pracricum and you me supposed to produce 
similar results. But othenuise, we dways do cornpetitive work whereby 
you wont to get more marks t h  yowfiernd. So men the way you do your 
work- you try to cuver it - at the university level where people werc m g  
to d e  sure thut you just pus, somebbocty wiil get points [vital infonnatl*on 
or fuctsjand hide h o  roam and lock L. and d e  sure he reodr his essay 
alone so that he c m  be better than others m; Juiy 27,19951. 

Though in one of the preced'ig narratives a teacher felt that education institutions do not 
discourage collaborative effort or cooperation, the subtîe foms in which the hidden 
cumculurn functions undermined foms of solidarity that would be vital for the survival 



and strength of groups and associations- I recall very well my school days when we 

would be beaten if we refused to tell the teachet who was makuig noise during his 
absence. One t h e  I resisted king used by a teacher as a spy on feliow students during 
my ~condary education. 1 now naliu that if I had acceptecl, my association with my 
fellow students would have been undermined. Asked whether they competed 
collectively, the response was: 

Not collectively, Though we have heard a fov cases maybe where we ain 
compte like sports and dl the l ik .  I f  it 's the schwl to win. it 's all of us. 
The nedit coms to dl of us m; M y  27,19951. 

The attitude of teachers towards the association depicted self-centered iriterests 
which p~vailed over the collective good for aiî the teachers. In seeking solutions to their 
problems, teachen have retreated as individuals to seek individuai solutions that c m o t  
work in a situation that requires collectivity if a more durable solution for social problems 
is to be found. What Mamdani (1985) pointed out in his anal ysis of the plight of the 

peasant should be instructive to teachers: 

My basic point i s  that, so long as they look for individual solutions to what 
are in fact social probiems, they have very little choice given the social 
relations tbey are trapped in. What are these relations? How aud when 
were they created? Can they be changed? (p.93). 

The alternative to individual solutions to social problems as Mamdani bas noted lies in 
collective effort in organizing for change which one female teacher, Kukundakwe, in a 
nid "Third Worldw school expressed thus: 

We c m  s t a n  off but men ifir does twt become effective jut within this yem 
but the future may enjoy the fonnat*on of such a temhers' 4ssocian*on cmd 
we ty to cooperate. It nzight no? beconie effective very suon but maybe it 
will he@ m: Aupst 9 9  19951. 

This voice of hope of a female teacher appreciated the difficulties contingent upon 
ûandormatioos that shuggle for justice, equality and human nghts not only for teachers 
but aU human beings. No matter the obstacles, the fmstrations and slowness of change, 
teacbers need to act collectively and dedicated to keeping the stniggles for a more just, 
compassionate and sharing worid Why is such a view needed? Historidly, despite the 

unevermess of popular advances on different fmnts, it bas been generally tnie that the 
biggest gains in any pdcular sector have corne when many sectors wete pushing ai 
once, in solidarity. The dominant groups always seek to divide such efforts. For 
instance, if the battle over remuneration can be confined to the vanous categories of 
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teachen in tems of qualificatious, gender or. more geaerally defined as a matter of 
individuai advancement in a cornpetitive setting, then the larger pattern of inequalities in 
every dimension will oniy be ninfomd (Wallis, 1996). 

4.5.2. Teacbers Parents Associations (PTAS) 

Teachers Parents Associations are another fonn of association with which 

teachers were identified. In a conversation with Ndegami. a tacher from one of the rural 
located schools, I probeci to establish whether during PT'A meetings parents ever asked 
about the suitability of the curriculum to which their children were king exposed, and his 
response was: 

M m  of these patents &ntt as& about the curriculum because the majority of 
them don't know whar the cumCUTnculunz is. So. some of them may nor 
understand what the ~ * c u I u m  is when you men v e r n e  into explaining to 
t h  what the curriculum is, and its lmp-holes m; August 10,199q. 

On further inquiry whether the curriculum was too hard for the parents to comprehend 
even if it was explaineci, his view was: 

Okay, if someone probably labored to explain to them they would 
undenand. Idonr under-rute their capacity to absorb bin it wouldn'z be 
he@fuI to them becouse those PTA meetings mostly me convened busicdy 
to talk about the &elopment of the school m; August 10,199a. 

Bekunda was asked whether parents ever questioned the devance of the cumculum and 
he said, "I dont? remenber ... ony thing connecred with thet." It was also interesting to 

find out from Bekunda what he thought was the reason why parents didnt question 

ma- concemiing the cumculum and he said: 

Ignorance. You see you question whar y w  knuw. But ifyou me ignorant - 
you see in the pprt Oefove this evoïvï~g of ùècenttali~bn. ??me ~ Q S  been 
this tendency of people to leave everything to the government. The 
government will do it; ifif is medicine. the government wfll provide m; 
August 9,19951. 

Bekmda klieved that parents' ignorance was at the heart of theù silence on cumculum 
issues. He funher believed that parents were dependent on the government to do things 
for them and that they were more or less addicted to that attitude. This view i s  not 
entirely convincing since the government depends on parents ta run schools it has 
indirectly abandoned. He was even contradicting himself because he said parents were 



the chief financiers of his school since they supplemented his saiary and his staff, and 
were the ones who inspected his work, ever since the govemment partiy abdicated its 
responsibiiity of remunerating a teacher adequately. It was aiso considered prudent to 
ask the Headmaster what he conàdered to be the genesis of such a mentality among the 
parents that the government wouid take care, and he attributed it to the: 

helevarntsystem of educaiion. I think whot brought t h  one - you see 
nost of the pmmrs who have chikken here in one way or miother they have 
p s e d  through this e&catlOn systm m; AuguJt 9,19951. 

This headma~fer held the klief that a person who passes through the education system in 
Uganda does not gain more awareness and sensitivity to the pmblems that face society 
and ducation: 

Hah flaughter J ... In fact you becorne more insensitive. You see whar I 
fiel whut should have been the d e  of education is to re-îtwuken, to -ose 
you so that you become more inquisitive, you becorne more curious and 
critical. But t h  elemenr is not provided in OUT educoton system. We me 
really not niade to question things. In fuct thir element ofproblem solving - 
I dont think there is much to do with that. Thar is my personal way of 
judging things. In f a t  ifyou asked the parents w h  is the problem with 
us, ifyou had say an audience of 200pments and said you tell us the fmrlts 
of the education system, ifyou are Iucky you c ~ y  not get more than two 
who may tW it is f d i y  m; August 10,1995]. 

Probed what he thought about teachen who had passed though the same education 
system, his view was: 

The teachers - you niay get sonie. But if they are say Grade IIrs and If's 
you will nor get any. Perhaps if rhey me Grade V's und University 
graduaes, sorne would be in position to say this and thar. But they 
[meanranrng p-ents] wuuld say that whnt we k m  that is f a I t y  about our 
education system is t h  teachers me not teaching. So that is the persona1 
ussesment m; Aupst 10,1995J. 

He was of the view that people with lower qualifications were incapable of commenting 
on the cuniculum. This administrator fails to connect the issues such that teachers are the 

pnmary agents and instruments in the education system. So the p n t s  are mt terriMy 
wrong in apportioning blame to the teacher, albeit na that the teacher should entirely take 

i t  Webb and Sherman (1983: 23) have noted that 'parents suspect that the decline in the 
academic performance may be traceable to the academic deficiencies of teachen 
themselves". 



ALthough a number of authors (Dore, 1976; Camoy,l9€Xl; Bucchus. lm) have 
documented evidence that parents in South nations like Uganda still look at schaoiing as a 
passport for theu chüdren to jobs, it does not mean that they are totaliy insensitive and 
disiaterested in a vocationally "relevant" c ~ c u l u m .  If anything they have been caught 
up and forced to accept the hlevant cumculum as an imposed and legitimized rite of 
passage in the structures ofa system, well knowing that jobs are harà to corne by. From 
the the 1 was a school boy, parents would for instance ask a question like this one: 'If 
you don't know how to milk a cow, of what use is your education? Why am 1 wasting 
my money paying school fees?' 1 am convinced that such an Flliterate' parent is 
questionhg the relevance of the curriculum. In other words, the concept of the 
cmiculurn is known to the parent in mai praxis. But accord'ig to a teacher or a school 
administrator, he felt that parents wodd not understand the curriculum as it is technically 
handed over to a teacher for implementation. This, again, is the topdown mentaiity of the 
'expert', relating to the "ignorant" masses. However, as noted in another section of this 
thesis, some teachers recognized that some parents were more knowledgeable than 
teachen even in a teacher's psrticular field of specialization, especially in urban areas 

where a good number of patents have had higher education compared to the nirai parents 
this respondent had in mind. Robed further what lcind of development he had in mind if 
the cumculum was not at the heart of the development process of the school, the 
response was that 

... the cwiculum is a h  tackied briefly because after those rneerings have 
been cowened, then the Headmaster tells them the performance of their 
children - how they haw perfonied and if it s a p r  perf0nttc11u:e they keep 
quiet îmd &fit is a g d  perfnnance, they fiel happy. For instance, d u h g  
the Last PTA meeting the Hedmaster introduced to them t h t  the 
performance of S.45 was encowaging. Indeed he told them t h  those in 
fils? grade were sUr mid we had no fdlurs md they were happy and they 
managed to incteuse the PTA allowance to teachers a bit as an 
encouragement. So thar's how the curriculum is tolked about. ... On the 
side of academic, they fitst a& &ut enrollment - is incteaing or 
deereasing. Ithink enrollment and then if the enrollment is incteasing they 
praire the Headmaster. Because a school c m ?  s t d  without students. 
Like the lart PTA meeting they th4nked the Headmaster trhar the school is 
booming up m; August 10,1993. 

The curriculum is tackled briefly in terms of statistical figures without interrogating what 

the figures represented. The kind of kaowledge, &Us and attitudes and their application 
to the needs of the cornmuaity were issues that the PTA debate marginalized. One 
Ministry offilcial who visited this particuIar school counseled the audience tbat such new 



schwls should not compare themselves with schools which were cerebrating their 10th 

annivedes like Gayaza (an elitist girls schml) [Field Notes. Augua 27, 19953. In the 
Rostowiaa f a o n  of evolutionary stages of development, he reminded his audience that 
these schools for the poor chiidren wodd grow slowly and catch up with schools 
popuiarly bown as 'Fust Worldw as if these schods were waitiag for the Third World 
oner According ta him, "mpura mpora eRaiu'sya omu~~yongoronrta ahîzk7bcc" meaning, 
slowly by slowly reached ibe worm at the river. W~th this consoüng statement, the 
policy maker was underplayhg and legitimizing the glaring inequalities between the 
"Third Worldu schools and elitist 'First World" schools that through stages of 
development the poor schools wiil attract qudified teachers from the "First World" 
schmls and catch up. hbably  instead of being called "îhird World" schools, they wiil 
becorne "NICsw when they catch up. Wbether catching up or developing slowly will be 
possible for such schools and compete favorably with the impact of structural adjustment 
on the social sector and budget cuts that have mostly affected the schools attended by the 
poor and maluourished chüdren is questionable (Grootaert , 1994). For years to come, 
education and other social services towards the poorest are likely to remain least 
attractive to trained teachers. Hickling-Hudson (1992, p. 1) has couoseled that "educaton 
committed to equity need to kar in mind such dismpancies if they are to address the 
sociaily signir1ca.t inequality of opportunities and outcornes h the school system." 

Another area of concern during PTA meetings was elaborated by Ndegarni as 
follows: 

men amthet- mea which they talk about me buildings. The Headmaster 
tells them his plmrr about buildug, they men inspect the s c h l  premises. 
nien they also falk oboutflnances. The Headrilcrter gives thm the budget, 
and he shows hem haw he is using the school funds. Recently when a 
certain parent was commentr*ng he said thm this Headmaster is wonderful. 
He is the on& one who c m  giw the balance sheet in every P.T.A. meeting. 
And indeed it is ?tue in uther schools thaî at the end of the meeting the 
Heahawr tells them k m y  I ?amen k mode tk b a k e  sshet, we sMl see 
it wxt meeting." Ehey keep on postponing. Then another thing they taik 
&ut is the behnviut - discipline in the school both mnong teachers and the 
stuàents. The teachers me ai30 indisciplined* m e  me indiscipiined cases 
mnong teahers. Ifthe stu&mts me indisciplfined then those cases me oLro 
mended tu m; August 10,199SJ. 

Bakebwa was of the view that the major work of F ï A  in school was as follows: 

Weii, PTA is supposed to be bringing the tbughts of the parents and the 
teachers together. But we haw come to realke or to take PTA ar something 
whkh ir supposed to be paying something to the teacher. In fact that is 
whar we me benefting from PTA - M t  getting my PIA . And we me doing 



it just because we wmt to suppiement on o w  salaries ER; August 24, 
1995J. 

Asked whether R A  meetings ever engaged in discussions on the curriculum, the reply 
fmm Ndum was that unless things are from the togdown, nothing can be initiated at the 

.... al1 these should originote j b n  the top. the government. if the 
govetnment prepures something on paper und se& the gospel dom. the 
parents wfll combine with the teachets andothm people, then things will be 
put in order. But the patents dune cannot stmt such m; Aupst 24, 
199%. 

Another teacher contended thus: 

1 think it depends on the ope of PTA executive. Some of the people we 
have in meetings say in this school and others of the "Third World". you 
find the char'rmcur is a person who completed P.6. You con'? taik to him 
anything about capit&n grant or he is mt men interested to know how the 
PTA mney is being used He isjuri there as the chaimum. Now what he 
providesprobably is given to him by the person who usually invites the 
meetings say, what the headmaster ir concemd with. He does not know 
whot is beùrg taught in a secorwby school or w h t  should be taking p k e  
from the beginning of the jïrst rem to the end of the year or what the 
teachets should be doing. So wliar remains stnrnctIy remains to be the work 
of the Headmaster. So with the PTAs' we have in Third World you might 
compfete the wMe yeut wirhout seeing the c/taimtm. Even the people on 
the cornmittee. you find probobly the mst enlightened are the Hedeacher 
and the teachers ' represenhiig teachers m; August 24, l995I. 

In this school. the PTA meetings were conducted in the local laquage spoken in the 

community. According to the respndent, the chairman in PTA meetings acted as a 
rubber sturnp for the headmaster. Asked whether it would k difficult to discuss the 
devance of the curriculum, the response was: 

U d l y  the taik is rnainly on PTA nioney. and them on some buildings und 
discipline - but not on the m ~ c u l i a .  The cunz*culum is dways out m; 
August 24,19951. 

The policy of government as far as PTA is summed in this statement: 

Headteachea should not use PTAS menly as a source of fun& for ruMing 
the schd.  They should involve ETAS more in welfare and development 
activities of the schools (Govemment White paper, 1992, p. 208). 

But from the views expressed by the participants, P ï A  bas remained as a source of 
co~tinuously dwiadling scarce resources for schools. It is even for that reasoa that they 
became signifiant organizations in most schools. From the views, beliefs and 
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exfiences of the teacher respondents discerned fmm their narratives, ETAS are viewed 
as king there to supplement teachm' sal- and engage in some structurai development 
in the school. However, the dialoguelmeetings marginalized curriculum issues on 
grounds that parents were not in position to compnheud the issues invol ved. E A s  ais0 
did not reflect the aspect of solidarity as ta be drawiag parents and teachers together. 

Although teachets were the experts in the school setting as far as implementing 
the curriculum was concerned, some parents felt they employed teachers by vVNe of the 
fact that teachm depended on R A  allowance to supplernent tbeir miserable salaries. In 
this case, thm existed asymmerrical power relations between teachers and parents 
whereby parents were viewed by participant teacbers as the boss. Indeed when a teacher 
becme undesirab1e to some influentid parents in PïA, it would not be diffcuh for them 
to instigate a tninsfer of such a teacher from that school. Hence, in reality, parents were 
not totally dominated by the teachers as "expertsw. It also depended on the location of the 

school and the composition of the parents that sent chiîdren to the school. 

4.6. Teachers as inteUectuals: codormist or ttaasformative? 

The role of -teachers as transfomative intellectuds did not seem to feature 
prominently in the views s h e d  in these narratives. In large part, respoodents presented 
views that did not feature critical thinking, refiection in and on action both inside or 
outside the classroom and beyond. For instance when a school administrator and at the 

same t h e  a classroom practitiona was provoked with the foiiowing question: "Y ou have 

said that the cumculum is imlevant. Why is the teacher not demanding for a relevant 
curric~lum?~, B e h &  repiieâ: 

The teacher is teaching what is prescriaed, what is authe~ic ,  what is reai 
and legiti-e according to the d e s  m>d reguIm0ns. ln facf thut is how the 
syllabus says - the rules a d  reguùuions of the Ministry of Educarion and 
sports. Su he teaches the matena2 he hus ken given to teach. ... ?te hac no? 
been @en relevant material andthat he h a  remed ... And mindyou, men 
this is the cum*cuIm he Limre~was taughr m; August 9,19951. 

According to Bekunda, change shouid be defineci and d e f d  frwi above so that teachen 
implement it, passively. A teacher is regarded as a technician to implement the 

cumculum without interrogating the basis of its bowledge apoiiticaily as if it was 
neutral. He views himself as a cmveyor belt of the curriculum he himself was taught. It 
could be argued that the same pmess he passed through domesticated him by not 



equipping him with an interrogative stance. Bekunda was of the view that for a teacher to 

question the devance of the curriculum would be an additional burden to a teacher. 

But I &nt see why you wruit ?O give a teacher un exma load. -.. it is reaily 
outside his scope of work or hisjiufsdiction. ...for excunple to have tha 
vision whatyuuute researching into, it has been there for p i te  some tirne. 
And now you go$ botked md said but why have people never bothered to 
look Uito this - at Ph9.  Ievel- Now, huw many of ny group of workrs do 
you t h i d  have thm vision of thm noining. lm nut examng t h  but I am 
saying that you have to bew in mind thut not e v q  person reulty h a  been 
mMed tu thot levez of goaig furthet thon w h  k is and star? asking, "But 
don? you think ...'. And in fact w k n  you me intem-ewing yotî will even 
corne to people who will say t k t  "we don? see any problem with our 
education 'ystem.' n>ey are t h e .  m; August 9,199Sj. 

This tallies with elitist thinking that it is for highly educated people that conduct research 
and question things. It carries the notion of the expert/specialist that is typical of the 
modernization paradigm. Socrates never wmte a word, but was a non-stop philosopher 
and was a victim of Atheuian democracy, not that he had acquired what in preseot &y are 
degrees, but he had cultivated and developed a cntical mind that was prepared to 

intemgate, problematize situations that would otherwise have been taken for granted in 
his days. The people of Athens hated Socrates because they hated his questions. I recall 
very weii how my grandmother Jureina used to tell me that "Before you do anytbing or 

Say anything, question yourseif, ask yourself why, and what are likely to be the 
implications. And when you have fuiished, ask yourself whether you dexive satisfaction 
from the effort you have injected in the activity." This initiated the on-gokg process of 

building an interrogative mind 1 am still searchiag. 1, therefore, doa't thiak Schon 's 

(1987 ) reflection on action and in action says aaything significantly dinerent that 
required of me, if it were the only thing, first to travel acrws risky oceans to pick the 

same idea my grandmother reminded me of almost everyday in our tuition-free, 
democratic, practical and unprograrnmed classmorn. However, this is not ta say that my 
grandmother is generalizable to all Ugandans as it has b a n  admitted in some parts of this 
thesis that some Ugandans have acceped a passive attitude to thinking that does aot lead 
to empowement and emanciption. 

Another example of a source of local knowledge, attracting less attention. is 
indigenoos technology whose custodians aie ninning out of stock as they grow too old 
and p a s  away with their knowledge undocumtnted. Mzee Natbanie1 Ndunga 77, is said 
to be the only survivor of the original mining clan in Tooro, Uganda (New 
Vision,8/ 101 1995; Karugin, 1980: l2û). The view tbat teachers cm not problematize 



and transfonn their wocLing situation therefore needs to be placed in its d context of the 
education qstem that may k acting as a rite of passage rather than preparing citizens 
who have developed a criticai a l d  to deai with mal life situations. For instance, an 
Engineer from Maketere University may not value and apprcciate Mzee Ndunga's 
technology by regarding it as "primitive" and "backwardW when actuaüy it was prodDcing 
an indigenoas hoe, promoting self-reliance whereas mdentid-based knowledge has 

largeiy riemained pmblematic, imlevant, inappropriate, unadaptable, and non-sustainable 
because dits predominantly fomgn-dependent nature (Cbmbe~ ,  1983; Alatas, 1993). 
Then is a lot of unwritten idonnation known to marginalized inâigenous people and 
local communities whose culires ccmstitate precious inteliectual pmperty that form the 

core of their oral knowledge that has long pteserved their life evea in the worst 
imaginable natuial and manmade calamities (Biesele, lm). Bekunda candidly went on 

... the philosophy really embedded in the irtelevant c ~ c u l u m  is not as 
open as we me saying m. You see on the surface when you see the 
cwiculum, you may not easily i&mb where the fault is - no? mt ordinary 
eye can al1 tell that -for example nuw we have always had a cry that there is 
unernployrnent, the govenmeiu is not ubsorbing people, have you seen 
people question t h  why should we have many sociologists, why shouM 
we have mmy adnunimators when there are so few mailable jobs for thar? 
Do you see? But how many people - yow work mates... thor have that 
awmenes? August 9,19951. 

The fact that Bekunda recognized that the cumculum was imlevant and that not an 
ordinary eye could unveil it meant that it nquired a critical eye to see the underlying 

mu1 tiple meanings that sustain such a cumculum unchallenged. It quires a critical eye, 

not a "robot", to borrow the Deputy Commissioner's word. As Apple (1979) 
instructively points out, neutral education cannot, in fact, exist. When work is done on 
the content of the educational cumculum, when methods and piocesses are discussed, 
wben plans are made, when edricatiod policies are drawn up, aiI these are political acts 

which imply an ideoiogical choice; whether it is obscure or clear is not important, 
Bwna, a teacher educator, was asked what the School of Education was doing in 

order to prepare teachers with a criticai paradigm of teaching and the response was the 

When you t d k  &ut us creathg m'n'cul thinkers then the situation becones 
diflcult becuuse creating orproliucing O aiticcd thinka- begins a! school and 
it is a rcsult of the k W  of environment a student is exposed to. And the 
environment we *ose OM students to here some tims mukes them more 
of passive pmtici'ts in the c h  right from the time when they are in 
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seconckvy s c ~ l  up ro the tune they me here. Becmcsc Like when you look 
ut the questions we ask the students, reseatch questions, examination 
questions or coinse work questions, thcy are sort of recnll questions thar 
require MernOtt*iation md - you hm, the teaching we give them we never 
get time for dlrcusiom, we nevet get time for tuton'& for people to give 
their views ami daeibp the cn'tr'cai thinRing.m; September 9,199q. 

According to Boom a foundatim was lacking at ail levcls in the system of education on 
which to cultivate and develop criticd thinkuig arnong the students because of the 

examination driven cdculum. She went on to add that 

Whm happens is thm we lecture to then, give then> infomati'on ttl>cu t k y  me 
mppsed tu mem0ri.e d reprociue &et on in the aoniinatwtt mom ond 
get 90% md wulk may with apst chrs &gree witbut redly king aitical 
thinkers. The kind of teaching we have is. how do they cal1 it, wbject 
centered teocicing. The institution is subject centered such thar the student 
does mt get this kind ofmental developinent. So what they get is the 
mernorired material. is passed on to the students and that they also 
memurize it and they produce it for LINEB and W E B  passes them and the 
trend goes on like thm. m; September 9.19951. 

In her view, the teaching that was subject centered did not promate the development of a 
critical tbinking mind. Boona narrated that 

in the Bomd of studies when we were going for teaching procrice this year, 
the issue war h m  c m  we improve the perfrmance of out teachers here in 
tenns of other activities, -... issues like guichce and counreling. ... extm 
culflCUlflcuh activities etc., r d e r  thanjusf concenrratratrng on the ucad'ic work. 
So norhing hos k e n  put up as fm as I kmw thut c m  be able to heip us train 
teachers tu become the ideal teacher t h ?  sociery expects of us. m; 
September 9, 199q. 

The School of Education, according to Bwna, was awan of its hadequacies in preparing 
teachen who can contniute to national development, but probably the awareness was in 
the mderaization paradigm. She made a point that there was nothhg going on in the 
form of praxis to produce for Society a teacher who is a transfomative intellectual. 

Neverthele ss, possibiîi ties of teachers and other educators and educationists 
becoming transfomative intellechials were available and indeed could serve as potential 
helping factors to form ripples for traridorming the teaching profession in Uganda. This 
was mainly evident in the teachers' candidness and wilüngness to talk about their 
experiences and expressed a willingness to change, given a facilitating environment. 
They expressed nsentment toward the culture of silence and indignity they are forced to 

endure. The fact that they initiated intriguing questions that reflected a willingness to 

dialogue and seek solutions collectively indicated a possibility for these teachen to take 
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on the critical pafadigrn of teaching. The following question from a Grade V teacher in 
one of the n i r d  schools is worth citing here: 

So fm ... we have d y z e d  a proble of lack of coordination d iriregratioon 
of the nee& of the environment and institutions- Now, how cm we or 
what c m  you recommend OS someone who is doing resemch tu be the 
possible w q s  through which we c m  Uyegrate the needs of inFttuti0n.s like 
this one and the neeh of the environment? m; August 10,199q. 

The environment he was derring to is the school community relationsbip which he felt 
was in disharmony ôecause of the current cumculum organization. The feelings 
expressed by Nd*, a teacher, in a note he banded to me at the end of a workshop for 
participants in this study render weight to my optimism that there are possibilities for 
ripples oftransfomiative intellectuals to tap and build cm: 

As I leave. I wish to thank you for W n g  ovailed to me the opportuniy to 
atrendthis ehcative workrhop. You cm be sure I have gathered a wealth 
of kmwledge ... I will aiways rememùer this gestwe wirh h e p  gratitude. 
May God help you in your efforts to acliieve whot you me Rying 2 0  achieve 
Workshop participant; November 12,1995]. 

The words contained in this note were very supportive to my efforts much as 1 believe 
that rny writing to such teachers who participateci in this study expressing my solidarity 
with hem would be rekindling, and in a way building a community of dedicated 
educators for a more just and democratic society based on values of sharing and 

compassion in Uganda. Indeed much as I couid not wnte to each individual paiticipent, 1 
wrote through Head teachen to express my solidarity, and as a follow up in 
comboration with people 1 would like to work with on my return to Uganda The views 
expresseci by a headteacher could alsa p d y  give ctedence to my assesment: 

I c m  see Z ~ S  you haw a rich perspective of what reully would encompas a 
guud change agent teacher shouId be ond h w  that good chunge agent for 
dewlopment of our M o n  would be, my quesrion is. afier you have reolly 
done your resemch and you hmte compiled your findings ... because 
resemching andp~mhg inforn~~on in the libmy and stock it t h e ,  t k e  is 
how 1 feel t h  society is cheated. Now whmplmrr do you haw as operson 
and îts a Iectuter ... p u  have better venues mdbenct pkufonnr ... un& us 
here because you see my confnement, this is the mea I have, ... how do 
you rhink Md whiCA avenues do you see possible ... so thof these rich i&as 
could really k se flable on a twtbtwl b e l  lmrd even beyond [HM; August 9, 
199SJ. 



The beiief held by Bekunda that a lecturer had better avenues to disseminate his findings 
is infomed by the modemization paradigm that those who are on top should and have 

better audience than those who were at grassroots level. Such andysis is consistent with 
bis earlier views that a teacher in tâe classroom should not take on the burden of 
questionhg the relevance of the cumculum. Would B e h d a  consider it a burden of a 
worker or a peasant at the grass mots to query the wisdom of gmwing Cotton instead of 
potatoes and buuis for his malnourisheà family? As pointed out elsewhere, Bekunda is 
not the oniy respondent who believed in a top-down bufeaucracy whenby policies were 
expected to corne fmm above. However, it is through people üke Bekunda that my 
findings cm reach the grass mots to teachers, snidents and parents, if ever they are to 

reach a wider audience. Asked in which way he was coavînced by the ideas, his reply 
was: 

I redly subscriùe to them because I have already told you thm there is need 
for government to qppreciure that given a chance people have views which 
m e  ignored und which would improve the system. And there is &O men 
need for the governmnt to hm thar there me people who me neglecred 
and who me uware r h a  they are pmpetuatrng a cutriculum which is already 
i v e k a n t m ;  Aupst 9,19951. 

Bekunda pointed out that the curriculum was "irrelevant" which is parallel to the critical 

paradigm of relevance. The fact that he dso expressed interest to enter dialogue openly 
and recognized the issues and problems that challenged the teaching profession identifed 
bim as a potential bandomative intellechial. Tàe questions that he was asking also 
indicated that he had m m  for taking on challenges of a critical paradigm of teaching. 
There was room for both old and young teachers to leam new things. 

There was wiliingness on the part of teschers to participate enthusiastically in al1 

we were doing in the workshop. Participants were very happy, both the young and old 

teachers as they shared experiences of their training as teacben which tended to rdlect 
simiiar antecedents. What is lacking is to have more frequent oppominities in facilitating 
and sustainhg their interest in the task of tra~dorming their beliefs, attitudes and 

practices. The sentiments expressed by another teacher, Baguma, could alsa p d y  give 
support to my assessment: 

... I hove just discovered onc thing; thai we as teachers we have so m ~ y  
problemr mnongst oiasehtes t b  we need to sort oursches outfirst before 
we can actucrlfy go out cmdpght for our rights [lrrughtet] FR; August 9, 
1995). 



Some poücy makers who participated in this study were kginning to reaiïze that a docile, 
passive, robotisized teaching cadre is not an asset but a great liability that one cannot be 
relied on for any senous pursuit of goals of national integration and sustainable 
development. hiogp, a policy maler, was asked whether there were some efforts 
being made to produa an empoweted teacher who had a critical mind that was highly 
needed to prepare aa imaginative, cceative citizen that would contribute to the desired 
development and he said: 

TiUy is where we me nwving. I mwsz admit that it is part of the colonial 
killing t h  was cornmined. The teocher in UgCPlCiif was nicide to & a reaàèr 
of 0 t h  people% books. mt even a reader to understunù but a reuder to 
cram, a partut- me teucher was meant to cram fonnuke in Physics, in 
C h e m i s ~  0 t h  than &consmcting it. Sa we me nying to chunge thm but 
thut is part of the colonial system- In a colonial system, or let us put in o 
system where there is exploitation you mut not rnoke a thinker. you must 
make an odmirer, you mut m k e  a non-thinker, you must make somebody 
who ir just driwn mound iike a robot PM; Octokr 3,19951. 

Dungp al= added that 

... we have staned by re-writing the teacher training curriculum to suit 
again the national goals. The primmy teachers curriculum has been re- 
wrinen now it is still in drap fonn. It is imbued with other areas which will 
now open up our teucher. [2] we me Rying to make our teachers corne 
together. For the first tim teachers in Ugonda have never corne together. 
We have hada UTA, a Ug& Teachers' Association which hus remained 
in limbo for so many yews and I think when we were in thut workrhop you 
saw the need for those teachers. So really we me îrying to encourage 
teachers ro fonn associàtions, professional - MI for the sake offghting or 
whm but for the sake ofprofessioonal exchange of ideus anù also to enhance 
th& imuge and &O their lives and th& work. PM; October 3, 1995). 

In addition to teachers' associations, Dunggu mentioned another opponunity he 
considered available for teachers to become transfomative participants in national 
development: 

But ttt the same time there Lr a nu!io~iprogrcun which hus been sensitizing 
people throughout the country. It is populdy Rnown as Mchuka nichaka. 
Now a lot of our teachers have artended. Now Mchaka mchda is a 
senrirzation program to chmtge the thinking of our people to creatïgvity, to 
andysis, to consrtuctive cn*ticisrn. Now when we hove &ne thar fully, mid 
now by the way it has been put in the ~ t i o ~ l  constitution, that every 
UgMdnn wiil have to undergo military and politicai training to enhance 
them, to empower tkem with the capacity to protect anà defend the 
constitution in this country IpM; ûctober 3,1995]. 

Furthemore, Dunggu recognized the need to 



... change the teacherk attitude ... you must remeniber i h t  we have not 
been hmting in-service courses. So ifa teacher ddn't pick it- a teucher 
training college or he picked if wrungly or it wus mt given, dunng the titne 
in the job the teacheth net been Mped to enhmrce t h  capacity. We are 
now starting with seminms, wotkhops however short W .  a clem vision 
[pM, October 3,19951. 

Dunggu's views were evidence that teachers have beea starved of opportunities 
for furtber growtb h theu piofession, particdarly given the fact that a good number felt 
that pmervice teacher education pograms were inadequate in preparing them as 
comptent transfotmative inteilectuals, even as competent "technical" teachers. The view 

of MchaLa Mchaka (national rnilitary training) by the same poiicy maker as a sensitization 
program ta change the thinking of the people and make them creative and analytical was 
contested and challenged. One strand of the advanced arguments viewed NRM 
government political education and d i t a r y  science courses as seeking "to indoetrinate 
oficials in NRM positions" and students, including the view that political parties were 

respoasible for Uganda's civil conflicts before 1986. Tbere are also unconfumed reports 
that the techniques used in some of the courses included intimidation, pbysical and mental 
abuse, and sexual harassment" (US. Department of State, 19%; New Vision, 
2W1011995; Monitor, 23/10/95). Some of these views were also pronounced by some 

participants at a Confennce on The mie of the Law in National Development in Uganda 
Field Notes; October 25,1993. 

The view rnaintained by some policy rnakers I talked to was that there is no 
country in the world that has no ideology to guide it and mechanisms to disseminate that 
ideology to its citizens. The views which di~crrdited Mchda mch& were maidy from 
people who have never participated in the program (New Vision, 22/10/1995). 
However, the fact tbat Mchaka mchaka is predaminantly slanted to topdown pedagogical 
approaches maices one suspect its instiuctodlectuters of doing more imparting/"bankingn 
than employing participatoryIdialogical methods with the participants. The issue here is 
that dialogical strategies create spaces for participants to develop criticai thinking and to 
fonn their owa empowering and emancipatory knowledge while those who depend on 
biowledge imparted to them passively might receive pre-determined knowledge, without 

their input that lends it mon to indoctrination. Does Dunggu see empowennent as 
"autonomous" and not with govemment as 'decision maker" or detednant of its 
parameters and development? The program, however, still could explore more 

democratic/participatory oriented approaches so that participants - teachers, students and 



others develop aitical thinking skills. values and attitudes that can rnake them contribute 
in building a democratic and just Society where human rigbts are observed for al1 human 
beings living a dignified He based on self-detemination and self-reliance. 

There are Mme spaces and pomibilities that one would c d  helping factors that are 
available within the system to build upon and prepare teachers who have a willingness to 
undeitake the tasks of a critical paradigm of teaching by profcssionally playing the role of 
transfomative intellectuals. The fact that some voices from the Ministry of Education 
and Sports have started encouraging teachers to f o m  unions raises optimisrn. 
Nevertheless, these efforts need not be taken uncritically. The new teachers' 
organizations c m  become CO-opted, domesticated and fail to üve to rheir expectations like 

fostering teachen participation in matters that affect their lives both at work and in the 

wider society. For instance, the seminars which were dominated by Iectunng teachers 
for two days with teachers' passive participation were not necessarily empowering. The 
recitation and rehearsal of the students' national anthem and school payer uncritically did 
not create spaces or challenge teachers to rise questions regarding the assumptions, 
values and realities and other consteUations embedded therein (see AppendU C-2). It 

was given a neutral stanis and no teacher appeared to question its content, meaning and 
message in relation to reaiities such as inequality in the wider society (Macedo, 1993). 

For instance, the chorus of the national students anthem rus: 

W e  young Women and Men of Uganda 
Are Marching dong the path of education 
Singing and dancing with Joy together 
Uniting for a better Uganda. 

How are the hungry poverty stncken children who "study under the tree" to sing and 
dance with joy together with h s e  in elitist schools and unite with them for a better 

Uganda? What does a better Uganda look like with ugly inequalities? It is for this muon 
that such critical awareness becomes instrumental for a teacher to be able to rise levers of 
skepticism in himseIf/berseIfand the students under hidher guidance and care. 

Hence, there is a need for constant reflection on actions with the purpose of 
increasing levels of genuine participation, justice and respect for the collective 
contribution of al1 teachers for the well being of the perceived otganizations that will 
corne in place. The organizations should not be yet other means and forms of 
(re)producing control mechanisms instrumental to those in power to demand 
subservience, passivity, docility and thei r likes from the teacbea. The organizations 
should be democratically empowering. Otherwise, falling short of that, they would be 
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Iiable to face UTA's fate. Nevertheless, this transfomation can only take place and 
becorne meaningfid if'other stnictpal changes simultaneously take place as facilitating or 
helping factors ta implement i t  This would c d  for more economic justice for tachers 
and a general doca t i on  of tesources to education. 

4.7. Social context of teachers' work 

A teecher's identity udolds in a context of social, politicai, econornic and culnval 
d t i e s  in Society. Some of the views and beliefs which were expressed by participants 
in tbe study end people who panicipated in other forums are presented in this section to 
give a diverse range of opinions that have had, and still have a beanng on teachen' 
identity in their effort to contribute ta national development. Some teachers felt that the 
government of Uganda was iostitutionalizing inequaiities and widening the gaps between 
categories of teachers and underminhg the would be helping factors to build commuaines 
of solidarity among them. In M i m a  SSS, teachers in a facw group said they were very 

pleased ta see me. They expected me to take their cornplaints to the higher authorities. 
They klieved that 1 was in position to put in a word for them which would make them 
get housing allowance the government had denied Grade V teachers. I felt depressed and 
challenged so much as 1 listened to their problem. Much as 1 h e w  1 was aot in a 

position to solve theu problem, teachers had hope in me as Baguma's narrative testifles: 

f was sqing t h  you have come at the right tinte because we b e  faced 
many problemr mrd ofrecenî we have hod one major problem. Recently, 
there was housing allowancesjbr gr&ate teochm and mst  of us here are 
grCrde V's. So we have felt fhpt we have been sidelined because we have 
not received thut money. And I &nlt think the governmerat h a  very good 
reuson tu give for it. Whethet it thinAs that for us Grade V's we don 't have 
to live in houses is w k t  we don? know. So, by the way, we have been 
&morali:ed. So, we huve been iooking for a w q  of airing out views. 
That's why I said it is an approprime time now that we huve seen you. So 1 
don7 kww w k t b  you will have onything to say about ir m; August 9, 
1-q 

Nevertheless, 1 tried to ask some of the Ministry (Wfciais and expressed the views of the 
teacbers regarding the inqualities that went contrary to the stated aspiration of balanced 
development enshrined in the newly promulgated constitution. The nsponse of one of 
the onicials was that selaries and housing allowances were the responsibility of another 
Ministry of Public Service PM; October 12,1993. Another oficial who advanced a 
different view said that the aim of the Ministry of Education and Sport's decision 
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intended to deal with uaiversity graduate teachers by "giving them somthing reasonuble" 
in fomi of housing aiiowance and theo "deal the dipom hokiers !'terw F e l d  notes; 
August 27, 1995). This reflected divisive elements of the teaching fom. When 1 was 
back in Canada, 1 wmte to some of the school headteachers to hquin whether the policy 
was upheld or had been reviewed. But to this writing, 1 have not yet nceived any 
responx from them. However, my wnting to people who participated in the study as 

ealiermentimed was also to express my compassion and solidarity with them as fellow 
human beings struggling to achieve justice, equality and indeed their human right of 
King treated faicly aid with dipity. 
Similady, Muhesi lamented that: 

... this type of education is becoming irrelevant becaure the teachers. ... 
have become too much margimfi:ed such t h  they men daelop i n f m t y  
cornplex and becoure of remaining backwurd financially, those who pass 
through our hm& eventually begin to &spise the educution they were gben 
by them r[a; August 9,19951. 

In which way does the social environmental context in Uganda facilitate teachen as 
potential change agents to develop a more positive image, a belief in the importance of 
their role as teachers in their own contribution to society. and in their ability to influence 
students to become effective leamers and active citizens? According to Iremera, 

. ... these policy makets know these rhings. ... they were not taught to 
behave us they are doing now. But there are certain conditions which force 
them to ... blindfold themselves but they Rnow things. They know what 
they are supposed to do. So, I don'? think teachers taught them badiy [TR; 
August 9,199S-j. 

Tibenderana, another teacher, gave another perspective: 

I have a slightiy dferent opinion. 1 do also think we have been unfortumte 
probably most of the policy niokers me not the right people. I beliate t h e  
me  some who have p s e d  through the hmidr of teachers and they me guod 
people butprobabty it is unfortunate t k y  have never hada chmice of having 
to be the dnvers or the policy rnakers. And these fortunate ones who are the 
grabbers me the ones who have got t b t  chance and they have been 
nUsusing it continwusiy~ But othenuise. I donit think the problem is with 
educution, it is with t h m .  Probrrbly the accidentalpatt of it [TR; Aupst 9, 
i99q. 

In the coderence on Education for dl, one Educatioa Onicer submitted the following 
p h :  



My concem is on teachers- W k n  we talk of ecluccuion for dl and men if 
we tulk of ms, other pmjects or program we actuaily also refer to education 
by al1 where by ull we includk teachers, parents anù everybody who is 
concerned. I believe thm the sicEcess or failute of iany of these program 
wifl &pend lmgely on the teacherivuil am very very concemed now about 
the state of the teuchers in this country- The conditions under wlrich 
teachets are working ... fop instance in SOM dismkts the teuchers nionth is 
90 days, in others it 30 days, in others it 25 @S. ... Just as I speak now 
[Novembet 16, 19951 in my own disnict teachers ore being paid for 
September- There me other teuchen in my own distnèt who have not been 
paid for the lPrt 17 month. And every n'me thingz are not qlainable, not 
men by the treanaer. I would like to a d  you Mr.Minister to give us an 
annver ifyou CM ifyou have an answer now on what the Ministry of 
Educm-OIL is planning to alleviate the problonr of the teachers. Because if 
these problems are not alloriaiecl, these programs will come to nothhg 
[Coderence Participant; November 16,19951. 

The Minister of State Hon. Babu in the Ministry of Education and Sports responded at 

length and in detail as foUows: 

Let me stmt by saying this: t h  yes land nuuiy people in government ugree 
thar teachers me not well paià. mat is the bottom line. What are the 
problems? Many. First of al1 there war the economic malaise of our 
countty. Two, rhe none payment of taxes by ouz c o u n m n  und women. 
Three. the corruption rendency of sotne of our staff within the educarion 
manugement system. ... We cm ge? loans from any foreign counnies to put 
up structures and infictstnrctwes. We can be helped in up graùing Our 
teachets, in stamng special educrr~ion systems, in staning up al1 sorts of 
things. But we c m  not borrow money to pay solmies. me salmies have to 
cornefrom our own resources. nose  resoürces me based on two revenue 
generating meas:fitst tanmiont t w ,  the things we have to sel1 ... like 
coffee, tea, Cotton. and so on. ... we have accepted to rehabilitate this 
economy under conditions; we nwst increase our wage bill as per our 
growth. If we over shoot the wage bill, we shoot our economic gains. 
Therefore, our wage todayt and l&nY wan! the teachers alone to think they 
me the ones who me badly off [Iawyers, the audience chipped in], I will 
come to the lawyers, I will come to URA, we know al1 those that you use 
lurrmc~lly me having the problems including the doctors. teachers all the civil 
servants me ail b i n g  the problem. A teacher Md a secretary a l L  sufer. 
[Confmnce P'cipant; November 16,19951- 

He reminded his audience that 

... Now there me some people who hmte been given special attention and 
the j h t  category is Ugmido Revenue Authority. The second category are 
the judges Md the Attorney Genetd's Chunabers. Why?... It is the teachers 
who teach the lawyers- ... Not thut we wmed to treat a special group but 
there wcrs a reuson why it was done, rightly or wrongly it was done. Let's 
take an ewnple of LIRA, ... thcy realized that there was o lot of lectkages 
andhete was no money that was coming ittto the purse of government. 
Finr they n a k e d  thqv had to remme the tmation @rn government and 



fonn an authorïry which would be independent. Two, they had to give 
these people reasodle salaries so that they couid collect our revenue. ... so 
thm we couldquickly imease the wage bill. ... Sorne people say they me 
EtiZl comapt. yes they me but they ore being sacked every &y. niey are 
being put in prison every&y. So don? rake a wrong thing as a desmiprion 
of a good policy. ... Because men Jesus was sold for 30 pieces of 
silver.(emphass added) [Conference Participant; November 16,1W!5J. 

He did not tell the audience those he was dening to always as "they realizedw. Codd it 
have been pressure from extemal forces? He went on to justify discriminatory 
remuneration in favoi ofjadges that 

... From that point tkre  was amther reason, why judges. There is dis 
money which wuuùf corne in d we would send it to the distnDcts to pay 
teachers and the mney would go to buy coffee, t k y  would lose the m o q  
md teachers would met get their sa[my. Thm thing is colled comption. 
... ïhere ir whar we cal1 the rn-niiy ofpeople who CM fight comption. nie 
first one is the police [the audience Imghed]. Second one is the Attorney 
GeneraZs Chambers, the PPD, andthe third one is the judge. niese me the 
only people. You mid me c m  si? h e  and ralk about corruption none of 
you is qualijied ro Jght it. The man who is qualiped to fight and who is 
trained to f i g h  cornprion is a police oflcer in the CID or the Special 
B m h  - the Anti Corruption Unit. nie nirm who canprosecute these cases 
is rhe PPD anà his staffwhether you like it or you don't. And a mon who 
c m  sentence rhese people for us with stili a iittle bit of cme is thejidge. We 
now. hi a m o n  whethet rightly or wrongl) as I suid emlier on zo p q  the 
judges and the Attorney General's Chanbers substantive money ro help ur 
to plug the leakages. Have they? There is a grear improvement [the 
audience mumiund in disagreement] [Conference Participant; November 
16, 1993. 

Before analyzing the views expressed in the above response, it will suffice to cite a 
contrasting patemaiistic statement by Ndamukong (1965) who was then Minister of 
Education of Carnemon: 

Before 1 conclude, let me state that my Government is deeply appreciative of 
the part played by the Rimary schcml teacher. 1 can assure [you] that in 
your salaries and conditions of service, we shall strive to the utmost to 
reward you fairly for yow services consistent with the available wealth 
pmduced by our economy. Education is the best investment, and it will 
pmduce gcmà dividends to the nation. We wish you to give dedicated and 
devoted service to your schod, your Agency, your Govenunent and your 
country. Concentrate on yoar work, to the exclusion of all disintegrating 
factors, including poütics, and produce for us the citizens of tomorrow 
(~395 ) .  

In a typical modernizatiodtechnocratic belief, the experts who are the police and the 
judges were viewed as the oaiy ones "qualifïed" to fight corruption. The rest of 
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Ugandans who are non-technical on comption did not have a role to play in the fight 
against corruption. The ministry oficial held a mistaken beiiefthat experts aione were in 
position to fight corruption and succeed without the cooperation of the entire citizenry. It 
is the citizens, to a certain extent, that an cumntly apportive as participants in a culture 
of corruption, and it is when the masses work hand in hand with the fonned organs that 
corruption cm be fought as a nat iod calamity or as a "a cancerw as President Museveni 
lamented. Tûe compt ofticials in the ministry sabotage the education enterprise directly 
while those outside education also aggrandue the national cake and reduce its chances of 
k ing equihbly distributed. This demoraüzes a teacher who fcels that he is condemned to 
teach other people's chüdren some of whose parents are stealing what would bring 
improvement to aU civil servants. In any event, the wisdom behind bomwing money to 
pay retrrnchmeDt packages and astronomical salaries to the judges, URA staff and to 
create highly paid jobs for expatriates needs also to be cnticaily evaluated as an 
investment strategy. and also in ternis ofjustice in a country whose constitution considen 
equal development as a right to its citizens. Isn't such a policy overly suppoitive of social 
and econornic inequalitia that undemine and contradict any efforts to build a democratic, 
just and equitable society based on "[blalanced and equitable development" as it is 

enshrined in the constitution? (Constitution of the Republic of Uganda, 19- 5). 
As the proceeding views and narratives of respondents have demonstrated. 

teachers' professional identity is shaped by a wide range of complex issues that centered 
on their work and their lives. What was taught in teacher training institutions did not 
necessarily transfonn the majority practicing teachers siace teachers continue to believe 
that teachers are naturally born, rather than educated to be good teachers thmugh teacher 
education institutions. According to the views of the research participants. teacher 
education, seems to have had less impact on their teaching activity. The influence of the 
old teachers on their former students who eventually join teacher education prograrns 
seewd to have the largest signifkance. It therefore holds that if the methods of the old 
teacher were inappropriate, inadequacy wiii be traosmitted and reproduoed in the future 
generatiai of teachers. Teacbers tended to identifjr themselves with low esteem, prestige, 
respect and low econornic well k i n g  in society. Al1 these undermined their work 
environment to participate efktively in preparing citizens who c m  contribute to national 
development. The fact that teachers did not identify themselves with any strong and 
viable professional bodies or associations also disempowered tbem. They were 
characterized by lack of collectivity and solidarity as a people with a common cause in the 
profession which in itself d a s  not auger well for national development. Bacchus (1996) 
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has argued that teacher education institutions in developing nations, teachers were not 
pnpared to reflect on their own professional practice with a view to identifying their 
weakaesrs in teaching and to engage in efforts to cornct their deficiencies. Such 
reflection codd provide the basis for improving theu professional practice, especiaily ô 
the teachers are also trained to engage in activities tbat cm assist them with their owu 
professimal seif-ernpowerment. 



CHAPTER 5 

LIFE IN SCHOOLS 

This chapter focuses on life in Ugandan schwls as it is narrated by teacher 
participants from the schools that participatecl in the study. An attempt is made to explore 
the internai dynamics that shape perceivexi realities about schwling. As teachers narrated 
their experiences, they raised issues of and coacerns about democmcy, discipline, 
gender, and other social relations. The chapter is therefore a presentation of what was 
observeci in the sch001 setting by interacting with teacher paaicipants wbo work in these 
schools and by listening attentively to their views. experiences and beliefs. ln particular, 
this discussion thematicaily explores the following: school climate in relation to 

dimensions of democracy, authority, discipline, gender, socioeconomic clifferences and 

ethnicity; pedagogical inclinations of the teachers in secondary schools; teachers' 
participation in planning decisions of the curriculum they teach; and administrative 
dimensions of schooling. 

5.2. Teachers' views on school climate 

Under this theme, a number of sub-themes were feanired in exploring the issue of 

democracy. These included student elections, classrmm dynamics, silence as discipline, 
violence, patnarchy, and stereotyping. 

5.2.1. Elections as democracy 

In considering the question of democracy within Ugandan schools, among the 
important issues raised by nspondent teachers was the nature of student elections. 
Kalema argued tbat in a classmom: 

Thtough allowing sîu&nts to elect their own leaders, representotives, chrs 
munitors, and su on ... that is where you bring in the institution of 
demomacy. Because ifyoujucr appoirtt, then this brings hatred. The c h s  
may say that this is fc~voritism m i n  the clas m; August 8,19951. 

Some teacher participants who were attendiag a workshop felt that schools would enable 
studeats to appreciate the value of democracy if only students were given oppôminity to 
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elect tbeir own student leaders without intenetence fmm the school administration. The 
following views emerged fmm one focus group interaction as Ruyonga noted that: 

Giving them (students] a chance to choose their own prefects, in thut way. 
they me indirect& l emng  the skiIl of being demwatïc - eelecting their own 
prefects and their School Councik.IWorLrhop Piuticipant; November 12, 
1999. 

Some heudteachers manipulate the dernomatic process &y indirectly 
impasïng candi;dates t b u g h  ripping stuàmirs to nominme candidclres whom 
they will endorse for rnchposin'orts. [WorLshop Participant; November 12, 
1995-J. 

Raken inteiected: 

He represents the inretesis of the headmaster but not the interests of the 
students. Thar is why you usuaIly find t h  these heuclboys me puppets. 
Instead of presenting the problem as it is to the headmter ,  he 
misrepresents the students &y at times being forced to tell lies dout  the 
students. He goes to suy, so ond su is the ring le&. And the ring leader 
is  in problems insteud of presenting the real problem [7Korkshop 
Participant; November 12,19951. 

In the same group, however, Balita bad a dissenthg view : 

... thut rnaybe where you find the aàministrution sometimes coming in to 
munipulate the students electiuns, sometimes it rnay be right. Take for 
instance, students moy connive with the patticulm students who are 
undisciplined as per records of a parricular school and then they want to 
elevate them to positions of leadership definitely I don'? think that i f  
aciministration jiat Zooks on to see such students coming up to me I don 
think they would rnake up good leadrrs. -... Thqr may be particular leaders 
who instigate others to strike workshop Parîicipant; November 12,19953. 

Another participant, Karyeija, an eathusiast of the topdown technocratie paradigm, did 
not accept that students should participate in the formulation of the niles to govem the 
elections: 

Su mch as the teachers and the hecldmaster are giving these students 
opporturùty to elect their awn leaders but they should befoe hanù set some 
rules d regulatiom to g o v m  the elections such that men stuàènts have 
the ability to follmv set rules andreguhtions as they enter into the amcise. 
Such thut they also have to choose responsible leaders imterrd of those 
hooligmri who will ruin the school ~odcsbop Participants; ~ o v e ~ b e r  12, 
19953. 

He contended bat the election of good leaders by students was dependent on the 
administration setting guideline d e s  for the students to follow. Much as some teacher 
nspondents doubted the students' ability to elect responsible leaders, other participants 
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did not entirely agree with such a low perception of the student body. For instance, 
MpuriltUe felt 

... that thete shouià b set and agreed rules which shouùt be worked by the 
srudents fhemselves in con$mction wirh the administration ... Having 
personully worked in a nuntber of schools, it is the teachers and the 
administratbn who detemine the mles t d k r  which the srudents' le&s 
will be elected. And rny point t that the studens shoulilpmt'cipcrte in the 
fonuIatiun of the ekctorol d e s  [Workshop Participants; November 12, 
1wq* 

He was looking at students' participatio11 in the demociatic process by noi only voting for 
their own leaders but also by formulating the niles tbat would govem the electoral 
pmcess. There were other participant who also felt that the students' abilities were 

grossly under-rated unnecessarily as Ruyonga narrated: 

Let me give you something I have obsented over tirne. You can look at it 
Brn a cl~~~sruorn situmion. When you say who should be the monitor or a 
clas captain these people will give you the best. Students rhemelves 
normally reject people who me crooked. n>ey kmw that even when it 
cornes to the elections. Only thar we don'? give students a chunce. 
Unfortunateely this is nor what is happening in the school workshop 
Participant; November 12,19951. 

For this participant, students are rational in electing leaders. The fact that stucients were 
not &en a chance to participate and to exercise their right in a meaningful democratic 
proces when electing their leaders underscores one aspect of the undemocratic processes 
of internai school organization. For instance, RaLeri held the view that: 

In most cases the headmter manipulares the learter* Iltstead of the leader 
representing the interests of the stu&nts, he is representing the interests of 
rhe hedmuster such t h  there is a problein in the school not attended to a d  
consequently this ka& tu a strike ar some poim in the ,  rwt that the sm*ke is 
bat, but it is taking p k e  because t k e  is a probfem in the school which is 
MM because b is nor known, it is not attenàèd to, t k e  is no interaction, and rit is known it is ignored. The whoie situation is reduced into lack of 
discipine ~orkshop  Participant; November 12, lm. 

Karyeija concuned saying tbat: 

You see w h  tkse  cowcilr rit, rhey resolve some tliings Md which fhings 
shauld be atrended to by the ~ i n i s t r a t i o n .  And d y  what is the euse 
with mmy schools is thut the admini~rratïon jtut twns a deaf em. And 
evenr~ally they c w e  c b s  within the couneil and thmefore instigonhg the 
students generdy to be chaotic workshop Participant; November 12, 
1wq. 

Mpurikize shared his experience on election procedures in the school where he taught 
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Usually those who would wunt to be prefects, the school&infstrution 
advem'ses md those who want to become prefects apply. A/er thar, the 
adminisrration sits àbwn cPd makes a List of the ctandictctres and it sen& that 
list to sNdens mai& two out of which shrcilents will choose one. But you 
see that is censorship at the first level. Now when the students have 
seiected the* uwn sncctetits, then the lisr gocr k k  to the administration und 
the odniinktration eventualiy &cidès on who shall be the prefect. So, it 
means that the adininistrotl*oon has got the fi& say on who shall k the 
prefct. I think thot is not very &mocratic. 3econdly. smdents are not 
allowed to cmnp4gn. ... It hus newr been questrœoned by the ~aflbecawe 
the h e h t e t  soid that it was within his discretion to &ci& whe tk  the 
stdknts should campoign or net. ... Because of the authoflitmian nature of 
the headmarter, in the j ï d  d y s i s  the prefects are a wing of the 
îu#ninis~ranon - mua@ tlrqt m e  awing of the k a t e t ' s  office and tend 
to receïve thek orders directly fiom the a&ninistration- Conrequently ... 
where the prefecrs have handled the studems harshly, the aiminimation hpr 
been sympathetic to the prefecs ratlier thart the students, except in very 
obviour cares m; September 16,1993. 

Thus, as Ruyonga narrated, students do not participate genuinely in the intemal school 

niere is one thing I have known about administration. There is whot thqv 
cal1 listening anù t h e  is ulso üstenhg with concern. ... very nany of our 
administrators have given very little attention to students needs, teachers 
needr, school nee&-. .. How &y times have students put up resolutions 
and the adniinimator hm brought them together and suid, "now let ur 
discutr these resolutions? Ar students' leaders, you huve deIII(UICIed this. 
you have & d d  th& but when I look at yow school fees, und 1 look at 
your budget, what you pay - pay so much, we spend so much money. ... 
Don't you see this and this, don't you see new book coming up. don'r you 
see this building coming up, don'? you see food k i n g  served* .. Which 
headmasterhar brought hinrrelfdown Md discussed with the stirdents and 
linened to what smdents have to say anù convinced them? [workshop 
Participant; November 12,lWSJ. 

For instance, students in Kyamate Secondary School went on strike and ousted the 
headmaster from his oficial residence on grounds that his administrative practices did not 
reflect values and principles of participatory democracy. They accused him of 

... arbitrary   les restrictiag students' academic and social freedom, 
divisive administrative metbods, unfair dismissal of teachers and students 
and favoring cliques among staff- ... However, the headmaster atûibuted 
the major cause to agitation by Kadogos ,(young) NRA students, to main 
unrestricted freedom of movement to town and other forms of 
indispline.(New Vision /16/811995: 1 1 ). 

The majority of the workshop participants were inclined to conclude that: 

There is Zack of tranrparency in the schools, on the part of the 
adminisnation. There is no ttust; there is poor communication between the 
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administration and the students îuui teachers. Divide and tule is 
predominant. Xhe students have a lot of i n f m o n  thm teachers do mt 
psess.  Sharing is pmr of the &rnOctattatrc pmcess. e-g. s M n g  of a med  
[Workshop Participants: November 12,199SJ. 

Only rarety do the teachers view the administrative style in a positive light. For example, 
one workshop participant, Nduhire, felt that lack of tolerance on the part of the 
administration was justifie& 

nten you see in sorne cmes these councils conv up with ideological ... 
requests which m e  impassibe which the aàhinisnation cmrnot affotd. 
[workshop Participant; November 12,19951. 

In tbis regard, "ideologicd" requests sccm to be associatecl with contiovecsial viewpoints 
that attempt to challenge the status quo. Lack of confotmity, dissent and their Iüres that 

cm evenhially precipitate student mïiitancy tend to be viewed negatively even if the 
students may not be at fault; and even when al1 the possible channels of commuaication 
had been blocked to them or rendered practically imlevant to the impeding crisis. As 
educators of peace and conflict nsolution have noted, manipulation or unwillingness to 
dialogue on mot causes of connicts will only lay the seeds for continuing and even more 

serious symptoms. 

53.2- Classroom dyiumics 

Teacher participants were asked to share their expenences in relation to ways in 
which they tried to mise future citizens in a democratic way in the actual classroom 
teachiag process Kalema, a history teacher, responded as follows: 

In teuching we stress accountability whereby you present your views, 
studerits &bure upun them; there rS the question Md unswer methoù. You 
don? nonnally rely on the lecture method. Su that is when I stress 
crccountaailüy. k d r s  me mked questions Md at tintes stuclents challenge 
you intellectuafly. Whm teaching history, it is a group Irh'scu~siion dthough 
guided, that allows the students to discover for themselves. ... I teach 
history a d  because th& subject requires a lot of re4soning d students and 
teachers have diffèrent woys of ucpressing their views. So even when it 
cornes to nmkiag i t s e r f d l y  it is rwt like mathematics where you have a 
&finite amver. So YOM try to mark according to the views expressed so 
long us t h  is an idea Whm I hold a disnrdon with the stu&nts I try to 
listen to students anàe~~~owuge students to toletare the views ofothers m; 
Aupst 4,19951. 

Musoke, a Political Education teacher, had this Mew: 

... wh4t I ny to do is to allow evetybody to speak especia@ those people 
with unpopular views, I allow them to speak. I always tell t k m  that this 



une noy be dissenting fron you but he shouId huve his freehm to speak 
his point of view. You should fisren to him. Because although he is a 
niinority now, who Rnows, hi3 view could 6e tight. Just being one arnong 
90 who at thtpmtl*cu&r rime don 't agree with h h  doem't mean that he is 
wto~g. ... In fact more young people especially l e m  by e x ~ p l e s  than 
what you tell them. l k y  l e m  by whot you do. Ifyou are dernomatic in 
your ways, they leatn by those ways. Eithet in a f d l y  because som 
people huve said that demowacy stms m a fmily - how the father relàtes 
wirh the mother and the chikiten, it stms t h e  FR; August 4,1993. 

A teacher of Mathematics responded thae 

Mathemcrtics is a very good teuching subject. 1 ?hi& a teacher rnust be m 
example whm you me in class. You me o manager of that cIusmom I do 
set excunples to the young ones by listening. You give a question, t h  are 
wrious answers. So, I do train students to be parient, to listez tu other 
views wherher weak or helevant or what, I have to listen. By so doing, I 
think, though I am not telling t k m  t h  in future they you have to listen, 
they huve to conrider it by my example. ... You see as a teacher when you 
me in class you firtù there me some very good studmts. So ~tural iy  you 
&elop some personolfeluigs to those people. But as a leoder yuu should 
not show f e t i s m .  You should k imparnoai. m; August 4, 19951. 

According to Mukisa, experirnentation in Physics promoted a democratic spirit: 

Ifyou me supposed to teach democr~èalZy, you kmw in democrclcy in 
future you have to try certain democratic ways, to try them out su that i f [  
trv this method, can it work. So you bn*ng in the importance of 
eerimenting. You don'? jwt tuke facts us they ore. you them out. if 
this warks well you aààpr il. ifit doesn't. you leave it out. So. that is whar 
hupperu in the classroom m; August 4,1994. 

For Magezi, a teacher of English, his point of view was that, "Englirh being 
communication you m i n  sturllonts tofieely express their ideas" m; August 4,199q. 

According to Bmna, in educational institutions of ail levels, the atmosphere was 

overwbelmingiy undernomatic and authoritarian to prepare a democratic citizen: 

There is no institution that cm make you dernocrutic, why, ~ g h t  from the 
rinie you enter schoal there is that athoritm*ian Rimi of atmwsphere. As you 
go on that i s  whar p u  meet throughout. ... Because &mcracy in schools 
would corne as a result of the mmosphete that is in schwl and the role 
rnodels rhat me in the school mid the teaching methods that you use to teach 
these students. But if the teacher i s  aiways authotitative, ... as an 
adniinistrator the &nts have m e r  been given chance to give out their 
views and no oone har ever asked or appreciarcd th& views. the views only 
corn out during the strike times, demo~~~tratr~on times but in the gewal 
runnrnnrng of the scbol, the studentts initiative, the stlr&nt's ideas remuin to 
him and he is not developed us a &m0ctati9c man. as O dernomatic woman 
when he ieaves school becaure the whole setting is dictaorid rightfoom the 
time when the child enters school up the time he lemes the school. Like 
here in the school of education, we only have these generai seminms that pe 
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open only to mcrrters st&nts And ro develop a democratic person at the 
muters level is even Iote to begin m; Septemkr 16,1995]. 

Simildy, Alensky (1951: 2) discussed the concept of citizen participation and advanced 
the argument k t :  

The other anchor which must be dropped is, "the success conditioning" 
which again is part of our forma1 education and acts as a curse upon our 
wodûng ia ... any creative field. 1 am referring to the traclitions of our 
educational background whmby the emphasis is to always succeed. to pass 
every course, to get the k t  grades possible, ta succeed to honor societies 
and to avoid at ail costs failure. In the field of citizen participation creative 
and imaginative thinLing is one of the major requkments. This involves a 
willingness to experiment, which means not to fear failure but rather to 
accept it as a frequent cornpanion to any kind of any experimental thinking. 
Failure becornes not failure, but simply a signpost pointing in another 
direction. 

People who evenWy become leaders and serve in various capacities - whether in civil 
service or the rnilitary were the cunent students who would serve in such nsponsible 
positions. How they were king prepared to play such roles in a democratic marner, 
including principles and attitudes of listening to othm rather than vice versa would in 
large part depend on how schmls are organïzed and operated on principles that genuinely 

5.2.3. Silence as Discipline 

Teachers were asked to describe whom they considered to be a "dixiplined" 
student, and Apia said that it was one "who obeys school mles and regulation~". 

Another participant, Kabatesi was also of the view that: 

Discipline is paramount. One who [ives according to the n o m  of socieîy. 
You me MI a fighter, you me rwt abusive. You niqy be part& obedieru. You 
c m  bend to school reguiati~ns~ I fhey say you don 't put in a c d  Md you 
put in a eut, then you me nut obedient. lfyou me supposed to tuck in, und 
you bring your shin hanging out, p u  ate not oMient m; July 20,1995& 

Hem, the element dconfonnity, or obeying and adhenng to noms, came to the fore in 
the views expressed by participants. For instance, kkunda argueci that: 

... 4 disciphed student is a student who confonns to wh<rt is accepred as 
gooà conduct by the mujority -for uuunple you have been here, I am 
accommaclQtjngmote t h  r h  hundred students here - have you Iiad any 
noise? ... Muybe you me not infornied of the developments in the schooi. 

el. ir is a hairstyle that is not approved by the maservative elerncnt in the schod. 



Do you know tha~ discipline is not "syIlabusedW? tt is not "syllabusedw 
anyhere m; August 9, 19951. 

According to Uùs administrator, "noisew is associated with the absence of discipline and 
disorder. However, silence, which signifies a total lack of noise, may mean that those 
who are den t  are conditioned by domination and oppression. As Fieire (1983) puts it. 
"Many times silence works Ore a wall khhd which the oppressed defend themselves 
agaiast the invasion of the oppressorsW. Hence, the discipline that is equated with the 
absence of noix needs to be intemgated rathet than uncritically taken for gianted. The 
absena of noise, indeed, in an institution where "more than tbree hundred students" are 
accommodateci might be endun'ng a cuiture of silence. Similarly, the view that a 
disciplined snident is one who wcodoms" to the MI of "the majority" should be 

critically viewed or else the rights of the rninority who may have socratic minds may be 
victims of the verdict of the majority (Younger, 1980). Bekunda aiso described a good 

teacher as foliows: 

A good teacher? Oh thai is a very good question. A good teacher is t h  
one who mi& his work. Whm you me being given an appoinnnent letter 
they juct lq clown whm you me supposed tu do. ABCD, and you me duty 
conscious, you are a good rime manager, you corne with your muterial 
prepared, you me respecting the school general time-table - what eke do I 
expectfrom you? So thar one is descn0bed as a good reachet becme  he is 
doing his work dutiflly m; August 9,19951. 

It is important to note that for Bekunda, a good student and a good teacher needed to 

confom to the mles and regulations as the given; a teacher should instrumeotally adhere 
to what slhe is supposed to do as herlhis appointment letter stipulated. The teacher is a 

change agent ody if slhe is an agent of a given change by implernenting it. However, 

Bekunda's description of a gaod child in herlhis home was different: 

A g d  child in my home is thut child who is obedient Md questionr what 
he feels is unpfeasmt and who is honest and faithfil and abides by the 
ethics of the hume [tlM; August 9, 19951. 

A teacher participant, Musoke, had a dissenting view on what a discïpümd student was: 

... aitbugh ... a stu&nt who obeys the school rules ... doesn't couse 
trouble. but urtmall'y we have fotmd that people who are supposed to be 
disciplined are not creutive at all. It is these sttrbbom ones or people who 
seem mt ro follm a n o d p î t e n t  who tum out ro be cre~tr've. They have 
i&as whereas the man who is disciplined does what you tell him. He hm 
no ideas of his own. U d Z y  eccenmœcs haw i&m p; August 4, 19953. 



The description he attached to a disciplined shdent rendered itself to the ~~~~~~critical 
thinking mode1 that encourages talerance, accommodates dinerence, and would allow 
some amount of dissent which are al1 important qualities essential for sustaining a 

democratic envirument. However, the majority of the responses refiected control as a 
fom of discipline. Students who resisted king contfoUed and managed were viewed as 
not disciplined. Students were also engaged in a proces of negotiating their way 

through the s ystem by different means, including counter-violence or silence. For 
instance, Twiine poiated out that nideness was aaother tool of violence used to silence 
sîudents: 

It &pe& on the way you reply theni. Ifyou are ru& of course they will 
gnte up. Ifyou me not wMZCing to answer their questions, t h  next tirne they 
will not dm; July 27,1993. 

This culture of silence was dso highlighted by Ninsiima who tefied thus: 

.... gonly we gave them the chance. Or admitted thot at rimes. this chance 
is never given. Thar at times, students me denied a chmice ?O ...m; July 
27, 19953. 

Similady. Muhenda, a teacher of biology .gave an example as to how she denied students 

oppominity to exercise democracy in the classroorn: 

Like nuw lum teaching the topic, reproduction, I told them that as long as 
we are in c14ss1 we me going to discuss the scientpc part, the social pmr 
ourside the clas. They said, "But mQdclm, we are going to run uway". I 
said, " Yes, ifyou get me outside, you ask, but in czars stntncr1y scieniific 
reproàkction m; Jui y 20, l995]. 

The view s and experiences shared by teachers regardhg discipline and how i t i s practiced 
illustrates a predominant culture of silence which students endure. However, the 
students were trying ta find spaces for themselves, though teachen agreed that they were 

yielding noue to them. The lived reality in the schools ran counter to the rhetorical 

democratic beliefs teachers earlier expressed in discussing the adminisûative 
enviroments in the schools. 

5.2.4. Violence 

1 remernber when 1 was in elementary one, 1 was brutally punished for my efforts 
to write with the left band untii 1 gave it up. To some teachers, king left handed was 

criminal. In high school, some of our fellow students were given punishments such as 
uprooting the stem of a fig tree and burying it afienvards. In expressing our solidarity 
with such colleagues. we would give assistance to him at aight to work on the most 
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difficult task that would require concerteci effort. The nsk included being expelled if 
caught expressing solidarity with such a victim being punished. In the administration's 
view, this sewed in part to separate the %adw fmm the " g d " ,  and at the same time to 

weaken the students' collective identity through divide and rule. In talking with the 
participants, it was clear that despite the passage of time, there bas not been much change 
in disciplinary strategies. For example, Ndm, a deputy headteacher noted that: 

Well sometimes we cane t k m  when it becomes tua mch, when it becomes 
too much. ... But b e  l am udvocating corrective punishments. When 
you are ccucght h n k  or inîimidatittg yourfeIIow shrrtents, ijust give you a 
slmhier. You go andslirsh. niat one which dws MI humilinle a studènr Lr 
the best fom of punishment. ... Ir maRes you refunn when -for example 
you can miss SOM classes - and you feel it because you are doing it at the 
right rinie when clusses me going on. Then tomorrow you c m  refonn m; 
August 24, 1993. 

Ndum klieved that when a student misses classes doing manuai labor as a punishment, 
it would help him/her to reform hidher khaviors. 

For instance, in May 1!395. it was deged that a teacher and a headmistress in one 
of Masaka District schools gave a nine-year-old boy 130 strokes of the cane. This report 
received extensive attention and prompted widespread debate on the issue- The teachers 
were charged with assault. One of the strands of the arguments featured in the debates 
was in fwor of upholding the cane as one of the disciplinary measuns in Ugandan 
schools. It was furthet claimed that students (the victims of the cane) were also in 
support of upholding caning in schools as these stories iaform: 

Spaie the rod and spoil the child. 
This proverb tells us that one should not spare the rod in punishing the 
child, because the child will get spoilt If this is true, then 1 dont see why 
some people are alarmed wben Our teachers cane us. At home, when I 
make a mistake which anwys my parents, they cane me and 1 leam from 
that caning not to repeat such a mistake. Wbat should a teacher do to a child 
who enjoys fighting or beating his friends? Should the teacher just pat or 
embrace such a child and tell him not to repeat that mistake? if the answer is 
No, then the abve  pmverb bas a good meaning. A child must be punished 
for wroag doing. By Kironde Frank, P.6., Godwins Prîmary School. me 
Monitor Aupst 11-14,19951. 

For this student, since parents are al= participants in the violation of children's nghts. 
would teachers stop? In another Ietter, where m e r  student is describing ber best 
teacher, she writes in @se of him thus: 

M y  best teacher 
... he helps in whatever you need. but if you do what he doesn't want, my 
friend! My fnend you are in for trouble. He i s  not going to beat you but he 
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is going to tell you to kneel down throughout the lesson, and this 
punishment is very painful. It c m  make you cry. if you want to k his best 
friend, do what he wants. He will solve al1 your problems. By Namubiru 
Nerna Monica, W o b u l e ~  Parents' School, P.6 D.me Monitor August 1 1- 
14, 1Wq. 

For Monica, her best teacher expects her to do what he waats. In other worûs, students 
who are subservieat, passive, and docile, fmm this teacher's point view, would be the 
best students. Some participants have argued that it is such femde students, those who 
are sociaiized not to say "NO" and are depewlent on only the teachers word, who at times 
fdl victim to defiement and rape by some teachers. The students seem to have been 
socialized to accept the status quo, withaut question, as a necessary condition if they 
want to grow into "rrsponsible leaders of tomonoww as the dream of education promises. 
In =me schools, "Examination classes are gïven progessive tests every Fiiday and poor 
performers are caned to improve' (Monitor, 3Offf 1995, p. 3). In the event of students 
endorshg the cane as a disciplinary measure in school, one needs further to reflect, from 
a human rights point of view, what influences students to nurtwe such beliefs and 
attitudes that caning (denying them their right) is a necessi ty if they w e n  to grow into 
free, dignified, responsible human beings (Seiby , lm; Sunday Vision, 1 1/6/ 199% 

Sunday Vision, W6/1995). In other words, violent, repressive and authoritarian 
methods of work in preparing citizens tended to be regarded as "commendablen in 

Ugaadan schools by parents, educaton and students. Could it be that such a people were 
socialized in similady repressive institutions? The students' attitude toward caning also 
reveals how the oppressed, under false consciousness, find themselves supportive of 
hegemonic and undemocratic structures that keep them disempoweted. 

Io a workshop on "Corporal Punisiment and Defilement" for primary school 
teachers held in Masaka aftei the incident I have referred to, one teacher testified that as 
students, they themselves had been caned as they grew up in schools and they often 
ataibuted whatever success they have achieved so far to their previous experience of 
violent discipline. Hence, students and teachers are already victims of the violence in 
educational institutions that are used for theu socialization. The teachers and later on the 
students they teach have adapted themselves to the society sumumihg them which does 
not consider caning a violation of a human rights but rather views it as simply a 
discipliaary measun. Rit differently, violating a human ~ g h t  is, in this case, perceived 
as acceptable if it is a disciplinary measure. As Edie (19û3) has usefully noted, sucb 
micro levels of violence constitute adaptation to existing violence on a wider societal 



level, as weli as socialization to a pattern which contradicts the requinments of a just and 

On one of the field visits at Standard High School, 1 had the oppominity ta sit in 
the prefects' office. What 1 observed in relation to how pdects interacted with their 
fellow students surprîsed me. Refects were very harsh, brutal and cruel to fellow 
students. Tbere was a high level of authoriiananism in dcaling with fellow students; the 
prefects exercised a lot offorce and powet to whkh fellow students complied with in an 
intimiâated, suklued and subse~ent manner. The prefects could evea be seen caning 
fellow students. 1 asked Mpurikize, a teacher, to comment in that regard and following 
was his nspoase: 

Recently a few questions were raised by the teachers in a staff meeting 
d o u t  the authon'tim~an behuvior ofprefes tawat& theirfslow studenrs - 
authoritariimkmsuch as cuning students, they could chase students from 
cI;asstooms crlthough there me cluss cuptainr. i f  there was a problem 
prefecls couhi wulk in a n d & d f r o m  a teacher thut a certain student m m  
go out wlien a teaciherhis there without king consulted. mese issues were 
raised but srill the Headhster maintained thut he had his discretion - he 
would &al with theprefecctr which tends to nie to mean thnt w e i y  teachers 
have very little to do with the school adminisnation although actually they 
me an extension of the administration set up. Because in the final analysis, 
the subject teacher is the adminisnator of his subject, of his c l m  m; 
September 16,19951.. 

Some teachers in Standard High School were reported as active participants in violence 
against students. In some settings, teachen seemed to have compromi~ed al1 their human 
values as Bandura's sad nanative reveaied: 

... we &duc? money ifsotneone doem't teach [ . T A  ullowance]. Even we 
hrd a case where one wem in c h s  and said nothing for the rest of the time. 
She d d e d  to be mmked presmt saying "Since yoic nrmk me present hot 
is enough I will do nothing". So, the nronitor wrote, "the teacher sut Md 
did nothingn. When she l e m  of it, she beat t h  child. rolled him in the 
dust very b d y ,  CCUUU-ng with a stick. Sk rolled anù roiled Md caned him 
until he wos ail covered with dust. He repurted to us and we talked to her. 
But then we krcw whut the&strPrion wu. ... what is happening is thut 
you wont me to te& you, you wmu to mutk me present. I will do my pmt, 
get my noncy and go. Whether stu&nts understand that is none of kis or 
her business tHM; Juiy 28.19951. 

This does not only swnd militarbed but also imsponsible behavior. Bandura reviewed 
another scenano that depicted a milirarized class~oorn: 

One teacher ... was told thar when you go to c las  and a stuàènt intemps 
you when y o ~  me dictating biology notes, tem the book, mid she did that. 
And they should m t  mk you. This is the hebiefng she golfrom the other 
teochers. So she went und started dictahg Biology notes. which then the 
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boys told me they did m t  know the spelling of certain words Md you donr 
as& because your book will be tom. Thcn I asked her why she was doing 
thaî. Because, af ieust perhaps history but biology som of the terms tue 
hmd for the sturtenrs to kunv the spelling. Tiren she told me thar is whnt 
they rdd her when sk came. ... So when I tdked to her, she chunged and 
theie was no problem. So. I titi& it is the society you go into July 
28,1995-J. 

Muhenda, another teacher, afso explained the violence students endund at Standard High 

In some people's chses, 1 Unctetstand you me not supposed to Ipugh or tu 
tak anyhow. Ifyou me fd making any comment, you me taken for 
pwishment. Some teuchers ifyou throw a comment she &oesnfr te& the 
whole c h s .  She Ieaves the chsr suyhg, "Iwill mt teach this c h  again if 
this is mt done and whar". But me I have never left a class on such 
grounds. ... By the way, some teachers ifyou me reaching nert ro them you 
will not hem any noise in their cIlass. Me Idon't think that is possibIe in my 
c b s  m; July 27,1993. 

Kabatesi, anothet teacher in the same schooi, concurred when she said that: 

Som teuchers me individuoliy strict. niese y m g  nrm want to be free. If 
you hmass them, ihey become rough onyou d y o u  won't men be able to 
like them. n>ey cm men lock the door when you are coming. You ask 
them and they look at you and keep quiet, you talk they seem mt to folio w 
because you have mishancaed them m; July 27,199q. 

Io response to the repressive classroom environment, students have developed a strategy 

of resistance, or to negotiating the violence they have to endure in the name of gaining an 
education. Muhenda went on to explain other foms teachers may use to depnve students 
of a democratic leamhg envimunent by substituthg it with repression and violence: 

S m e  people go ahead Md beat them with a c m  d cause bodily honn to the 
student. Others book tkm,  rhete is a book for booking students, or students me 
forced to kneel or sent out of c h s  ... but I reaIly &nlt like sending stuiknts out of 
clas becmse ihey miss much more. Some st~ldenrs stop gening interes~ed and they 
go a a y  completely and I don? think that helps then. When forced to k e i ,  I 
rlon 't think a stuctent l e m  &ring that lesson m; July 27,19951. 
The disciplinary measures that were practiced promoted a culture of violence, and 
violated students' human tights by taking away their dignity as human beings and 
causing W i y  pain. In the pmcess, they might be dehumanized and brutalized; which 
would nat prepare them to k responsible citizens to participate in securing their human 
rights, individually and collectively. Although some parents, teachen, and students 
viewed caning positively, somc rnemôers of the public did not es Byabamazima (1995) 
poiated out using his school days experience: 



Teachers k a t  us at any time, anyhow and anywhere. There was that 
teacber who would hold a pend in his fist and then drill it hard in your head 
simply because you could not see how 2+2 becornes 4; or 'you hesitated to 
agree' tbat it is the earth that moves and not the an. Woe unto you, if you 
nported to schod late for wbatever reasoa. .... 1 remember one of rny 
classrnates who received sU bard strokes for the reason tbat his father had 
failed to pay school fees on the.  ... Teachers seemed to be competing at 
perf'ecting their shlls h g h  a spree of battering our tender buttocks. That 
was forty years ago. So, this sadism you are hearing of today is not a new 
creation in our schools. It is just sad and painfd that the situation has not 
changed~ew Vision, 24/6/1995). 

The central thmst of Byabmazimats argument is that "tomire and humiliation of school 
childcen [should not ody] ceasew with thor privileged to go to school but the debate 
"should focus on corporal punishment on aii children and perhaps even, on al1 
Ugandans". His contention was that the= were "many childnn outside-of-schd who 
are being caned, beaten, and maimed by adults everyday". In which way dws such 
violence contribute to numiring citizens who will seek non-violent means of conflict 
resolution? How can scbools prornote violation of human rights and at the same time be 
democratic institutions where students develop democratic values and self-deterrnination 
witbout king passive and subservient 'robotsf? 

5.2.5. Patriarchy 

From the responses that participants gave and through participant observations in 

schools, the problem of patriarchy clearly emerged. The issues of achievement 
stereotyping, cultural beliefs, and sexual harassrnent of femaie students were pmrninent 
mong views of respondents. Views were solicited to establish wbether sexual abuse 
and harassrnent featwed as an issue that impacted the education of girts in schools. Male 
teacbers who taught in a mixed school were asked what factors attributed to the high 
dropout rates of girls and Nduru's respose was: 

... I mn still insisn'ng on the role of parents. These parents have a negrnive 
atitude towarrls the educarion of their children especidly within this 
v i h i t y .  Thar is why we have several drop outs here. Becme I am 
considering a chrs like Seniml a clars which sturteâ wirh 51 students and 
we me now having 42. Each tenn or each m o ~ h  we me expen-encing drop 
wts. ï k y  dont necessarily go to other schools. Majority of rhe drop OMS 
me girLÎ and rhcy go for mmrrbges. So, the case of mmrr~uge is of par4mormt 
importance to the parents thun the educaton of their Ciaughters. Despite the 
foc? thut there is lacR of m n e y  some times you can sacrifice. ... we are 
charging very [inle money which is affordable by a parent ut the Lowest ebb m; August 24,19951. 



The view expressed by the male tcacher hplied that parents in the community lirnited the 

aspirations of the female child to getthg married and locating her position in the kitchen. 
Ndum also felt that parents did not show a willingness to sacrifice for the education of 
their daughters. This Mew is also suggested by Bekunda who nated thai: 

. W e  is O probiem ofpents  who me d l  dlFcrininating agaihst girlr. In 
faet, ifa pment haî two childim anù k budgets mrdhefinds he cm twt pay 
for 60th. he would discrimtinare aguilISt the girl and say that Ifot you. you 
haveafirdreachcdmîzmùgeage. you are ripe for muttihge. But my son 
cm conrinue' August 8,199q. 

Culanal beliefs rein6orceci patriarchal injustices that discrimiaated against fernaie chiidren 
both in the school setting and in the community. But partly, the views expressed by 
Ndum and Bekunda coold also be explained by the cumculum, the pedagogical 
approaches and the school setting, all of which may not be sensitive to the needs of the 
fernale child. The belief that education is slanted in favor of patriarchal relations was 

confirmed by Booaa, a tacher educator whose experience during her secondary school 
days was insightful: 

Like in secondary schoois 1 went to, I am uring my experience, a m a l  
secondmy school, ond in this school there was a generd belief thar the boys 
had to beat the girls in clars. And lremember three ri's I went top in chss 
and these three t ims I had to go away before the repms are given because I 
haùto be beaten. We hud o group of boys who said that ifyou bear nie in 
cl- then 2 will beat you pIrysicuIly so thm you k ~ w  t h  ut least I hPve to 
rernain on top somehow. So there is this tendency of rejecrion. and 
harasment - thete was a lot of rejection around the clms particz~lurly the 
d e  c o m t e r p m t s . ~ ;  Septemkr 20,19951. 

The male student sregarded Boona's inteilectual superiorïty as criminal and as needing to 

be punished and contmlled. The male students were not king socialized to regard Boooa 
as an equal human being to interact with and leam from; instead they subjected her to 
harassrnent When probed how Boona h e w  her position in class so that she does not 

appear at schml, her nply was: 

We were few so I knew how tests results were conring rind I haî two 
people I war competing with, so I would know. And mery iinae these boys 
beat me in a subject, they ured fo beat tne in Mathematics and Physics. it 
wourd be jovial, they would feel that they havc done something and they 
would d e  me feel unconfortable. So rhcre was a germa( agreement tha, 
no woman should beat us in c h s  which was a bit too unfair.m 
September 20,1995]. 

When asked whether she ever brought it to the attention of the administration, her 
response was: 



No. If was my war. ... You sort of feel that you will jight it inwardly. 
You beat them d n r n  awq .  ... But sti[Z whcn you look aï what happens 
in schoolr. the girLr have equal oppomuity. Oniy tliat the giris are a bit 
disadvantaged knowing the kind of problems they have; emorional 
problems, more social problems rmd they are taken at an equal rate with the 
boys who m e  less attcrched $0 cmy of these problems. I mean, I would 
imagine ifthrre was going to be any equolity these girls wouId be given 
some mre inpetta, sorne more atrention mid Mped to compete eqwlly 
with boys. But the sincation is le# as it is ami as a result youjind that in the 
end there is Wquality.~; Septemkr 20,19951. 

Boona did not seek cedress for her barassment as her cultural socialization seemed to 
iequire passivity of any 'sensible woman'. Apia, a female teacber was also of a similar 
the conviction: 

... One thing I b e  noticed in niixed schools is that boys ... don't want a 
girl to challenge thern. Any girl who is promising io be academically fir, 
they redly don? like her. They want to sir on km; July 20, 1993. 

In one of my field visits at Standard High School, a female student. Kenjeyo, 
protested to a male student Mondo, who was riding his bicycle on the pavement meant 
for pedestnans. This happened because he almost knocked ber colleague she was 
walking with. Mondo felt so insuited and infunated by Kanjeyo's reproach, sayiug he 

was at fault. He threateoed to beat ber until the matter was brought to the administration. 
Mondo felt that his "maahood" was king challenged by Kenjeyo. At that time 1 was in 
the office of the deputy headteachers and bad the oppommity of participating in resolving 
the conflict. What 1 observed was the deeply rooted sexist beliefs and attitudes which 
Mondo held. His sole aim was to subdue and domesticafe Kenjeyo who was obviously 
unwilling to take her "propet" position in the culture of silence. Mondo was demanding 
an apology from Kenjeyo but it was aot forthcoming. Fmally, when the students left the 

office, the female and male deputies, who were mediators in the contlict, observed that 
though the boy was at fault, the girl also was not bebaving like girls should behave. 
When asked what they meant, the f e d e  deputy said, one could tell Kenjeyo's un-fernale 
behavior fmm her "sharp" and %caIiy assertive" character. 

There was a pattern tbat revealed female students üve under a culture of silence in 
the school setting due to sexuai harassment. Boona's nasty experience of harassment in 
secondary school, which she did not feel fw ta report ta the schoal administration, 
shows the kind of ordeal girls pass through. Albeit this is not genedizable to al1 cases, 
still many gids are mi empowered enough to raise theu voices and say no even when it is 
the best alternative option for them. As the cartoon (see Appendix C-3) shows, there is a 
tendency on the part of girls to s e e r  barassment silently, a concept rooted in the cultural 
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noms of some societies. The patnarchal stmctures creates a hostile euvimnrneat that 
obligates a girl to presewe h a  integrity by not reporting alî the sexual harassment she bas 

to endure in her school We, both fmm same male students and male teachea. The point 
here is that the seW-preservation of patnarchy niies on sustaining such begemonic 
relations. 

Bekunda, a headmaster of one of the schods located in a rural ana, was asked 
about the IMd of pmblems relateci to discipline that he experienced in the school. He 
nanated as follows: 

This is a miked schwl and we have a problem of girls diopping out. mis 
is becme of two reawnr; with the coming of th& scoutge of A D S  both the 
infeced men and UA-infected nien w m t  to poach on these girls. They me 
rushing for them. niey think they me young and safe [IIM; August 8,  
199SJ. 

Asked whether he thought some teachers disturbed female students, his response was, 

"Nor irere. It is mt commonw. Robed fiirther if girls would tell him in the event of such 

a thing happening to hem, the reply was: 

No. You see around - the culture here ifthere are people who me îruined IO 
keep secrets or suffer silently, it is girls. So ir is no? common really by 
culture - 6y the wcry they m e  broughr up they c m  be [ose tongued on othet 
things but no? unything to do with things thot concem t k m  privately m; 
August 8,19951. 

The view that it is a cultural habit for girls to keep quiet about sexual harassment needs to 

be revisited by situating it in the male dominant social structures. This would enable girls 
to acquire the necessary attitudes and awareness that would allow them to enjoy their 

human rights and democracy aad begin to envision themselves as equals to boys. 

In another schwl, a male tacher, Ndegami cautiously commenteci that 

... The common disciplinury cases mnong teachers ... in most cases is 
s e x d  immordity between female stuclents lUEd temhets - but rarely. But 
we cannot rufe ft out. I have not seen it here but we cannot say that 
throughout the country it dws not hoppen m; August 10,19931. 

Male teachers were not very direct with their responses on the sensitive issue of sex 

hanissment, and this partiy explaiaed why their responses were very brief and calculated 
and did not invite further inquiries. However, many cases of sexual harassrnent and 

defilement w e n  commody reported in the press, promptiag one female woman 
representative to propose that such males, who defiled female students, should be 

castrated (New .Vision. 24491995; New Vision, 30lW1995; U.S. Department of State, 



19%). It has dso eroded the integrity of the male teachers as 'trusted adults' to their 
female students. 

Female teachers also a p p e a ~ d  to have imbibed attitudes that entnnched 
patnarchal structures of domination and sexuai hatassrnent rather than promoting and 
being d e  models for the f e d e  students in the school setting. For instance, Kobutesi's 
views wem meding: 

For example in my c h s  there is a vcry rough girl she throws nasty points 
to the boys and the boys me comptm'ning "But you madam why don't you 
tell this girl to change her behmior? She is throwing rough words to ur and 
we don't feel goud" So she t e k  thcm w&n't boss me 0ound I mn ako a 
sncdent like you. l am mong." lf they me talking she eyes them rudely. 
She telLr them, "Temummy'rako ", "Temumanylemumanylru ", "ha you, you me boys 
you think whor me you?" Su I think they don'? like thut. Some of the 
comments they can't tell me becme she cm't throw t h  when I am there. 
The girl con7 say them. But the boys told me t h  she behuves like a 
chmgedbul1.m; July 20, 19951. 

Another female teacher, Apia, replied "Mizybe the boys are in love with her but she 

doesdt want." But her coileague doubted that saying, "1 don? think e v q  boy in thar 
clms would be in love with hm. She says she hpr the right to talk, to discuss and throw 
any comment she wunts." Asked how the girl was performing in class, Kobutesi said. 
"Fair5 ". Probed whether she felt that the vocal female student was potentially a 
"woman Iiberator" who lacked the necessary support to counteract the repressive and 
noisy boys, Kobutesi expressed doubt saying, "... she would do a better job ifshe war 
not so rough because she needs to interact with those boys NI order tu challenge their 
irireilectualability." The impression I got from her 14 me to think that the female student 
was managing the boys, but Kobutesi disagreed saying: 

... nior is the impression you get but Idon? think she is nuv>crging because 
when they back at hershe feels shy. ... she is the only one who is slightly 
talkative Md brighter among t k  girls. Thc others me shy and they donlt 
wmt to talk openly. ... I encourage hm. I tell her thar 1 am encmging 
you to diseurs and talkfreely but l h i t  your nasty comments to those boys 
becouse you never hm one of ?hem could be yout fitute-to-be husbami 
Md you nury m t  like it. ..J arn giving her a chonce but you have to tell her 
tluct in a society a lady h4S to behove like an Afrim lad'y. Because in the 
c h  the points she throws, how she ho& herself is not acceptable in that 
society she is in. So she h4F ?O hy md moderate ... a bit in or& to receive 
inforntarr*on, to l e m  mie.nR; July 20, 19951. 

According to Kobutesi, some amount of passivity was expected from an African woma. 
in ordet to be accepted by the male-dominated society. She keeps dent when male 
students "barkn at the female snident instead of exposing such injustice. The female 
student in Kobutesi's class and Kengyeyo, were both engaged in direct resistance to the 
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patrian:tial domination imposed on them by male students. Neither female student shply  
accepted the inferior position assigneci them. The femaie students were engaged both in 
passive and active resistance to attitudes md role allocations rrarismitted through the 

education system, a system that porportedly liberates both sexes as (Biraimah, 19û3) 
Likewise found in research in another AEncan context. 

Muduma SSS was started with the view that it would k a single sex girls school. 
But the girls who attended were very few, and same dropped out before completing S.4. 
Consequentiy. the schw1 was hirned into a mUed school. The argument advanced by 
one female opinion leader in the ami, a university graduate and a role mode1 ,tald the 
parents and the mwlents in ber speech that: 

Women themselves me the ones who refure tto put themselves up. ... you 
should knaw that thme is competition and you should equially compete ond 
also go to the miversity. You girls should s tdy  hmd because boys und 
girls have equal opportunity.[CA; Woman Representative October 27, 
1995]. 

Though her aim was to inspire femaie students to work hard rather than depending on 
what Mies (19û6) has called "a certain paternalistic benevolence in granting the 'girls' a 

niche in the system," her views stiU subscnbe to the patriarchai mode1 she was socialized 
in. For she naively believed that there is equai opportunity for both girls and boys in the 
education system. She believed in competition, the value that has been associated with 
the feeling of conquest that rests at the heart of attitudes that pmmote domination rather 
than values of sharing and numirance (Gaskell, et al, 1-, klenky, et al. 1986). 

53.6. Achievement stereotyping 

I asked Bekunda whether he found girls cornpethg favorably with boys in the school 
cumculum. His response was: 

No. You see this hadironal philosophy of teaching of - you see our setting 
here har been ove-emphrrsizing inequality rhat o nuut is o man. And 
through thut upbringing somehow there is how it has affected the girLr 
August 8,1995J. 

Implied was the argument that girls were expected to ôe "naturaily interior" to men. 
Kobutesi dso held acbievement stereotyphg kliefs about fernale students: 

M a  girls have been a bit &II, and the boys have been brighter. So if you 
go io a c h s  where bey me al1 equally briglt ... the girl will commanù more 
respect thon the boy. ... You mighr find men don't like such àynumic W s  
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who me too vocal sometimes. ... They feur you. ... If you me gohg to 
compete with men. it has a h i t  artyway- Maybe she is doing it out of 
defense mchanlnn. It could be t h -  For c u ~ p l e  when I iuui joined thir 
school we found so mrmy buchelors here but rhey femed to opprwch us m; luly 20, 0,9951. 

In one classroom where Kobutesi was teaching, 1 oôserved that some male studeats 
tended to suppicss and shut d o m  views of female students by m u h g  deep in their 

voices to make their dominant weight in class felt. This would force a femaie student to 
withdraw, leading her to yield to such intimidation. Girls did not continue to speak. 
Kobutesi did not care to protect such female individuals by creating überative spaces so 
that they could fnely express themselves. This classroom process did not encourage 
female students to participate fully and actively in class, nor did the boys l e m  to be 
tolerant to their opposite sex shidents. The misleading view tbat girls are generally duIl 
therefore needs to be addressed with care or else becornes pmblematic- Kobutesi once 
suggested that students do some work during their private time so that the class could 
continue with something eise. This would help manage the ever limited time. and gids 
were very supportive of the idea But boys rudely yelied in defiance, and the proposal 

supported by female students 'died a natural death' as it was overmled. The female 
students had a point but the way male students yelled at them revealed the littie regard 
boys had for female students as equal parinen in the struggle for social justice and peace 
through the education enterprise. As a consequence of this domination by boys, it could 
be that sucb beiiefs - that gids are du11 when in reality they are denied opportunity to 
express themselves freely - are sustained. The girls who refuse to accept the du11 label 
are the oaes Kobutesi identifed as king "rough." Uniess effort is made to create spaces 
for hem, girls will continue being subdued by patriarchal control which is oot 

Through stereotyping and active labeling, girls were expected to display more 
incornpetence in certain disciphes than boys. This is exemplifed by another female 
teacher, Bimngi, who taught mathematics but held the stereotypical belief tbat girls dont 
usually me mathematics, as ifbays had a nahrral monapdy of !iking that subject: 

I teach mathematics in o girls' school. So usually girls don? îike 
muthemarics. Idon't btow for boys because I liave nevet taught in a boys 
school. But umaiIy the stubbonr ones are those who have dready given 
up, who don? h e  the interest, who b w  that it is impossible she cantt 
solve I+2. And it &O &pend's on the age. Ifyou have 14,I2,13 and then 
someone who is 18 and she is a girl then th4t one is  a prob1em.m; 
Novembet 11,1995]. 

One female teacher educator, Mbeo also noted that: 



Some teachers praised girls when they scored an average mark in 
mathern4tIks liike 60% as good but when it was obtained by a boy. he would 
be repn'mandedand told to pull up Lis socRF t h  60% is not gooù enough 
for a boy [September, t 9951. 

Fernale teachers who patticipated in the woricshop shared their experiences and stones 
about stereotypiag they d e r e d  during their school days. They fought bard to prove that 

tbey could do welî in the hard sciences both male and female teachers believed was a 
domain for males. They had to defy and challenge the label of incornpetence that was 
being imposed on them by the hiddea curriculum in their schooiing. What was observed 
at Muduma SSS during exhibitions of science demonstrations in the laboratory was that, 
male students dominated the show, with only one female participating F e l d  Notes; 
August 27,1995]. 

Through the hidden curriculum, some teachers unconsciously gave more 
intellectuai attention, praise, and academic help to boys than to girls. Wben boys called 
out comrnents without putting up their haads, teachers generaiiy accepted their answers. 
Girls, however, were reprimanded for the same behavior that Afiican girls should not act 
like that. The hidden message was that aggressiveness among boys is encouraged while it 
is discouraged among girls who are expected to remain composed and passive. The girl 
who vowed not to succumb to such maîe domination was viewed as a deviant and 
unwomanl y, indeed as a "cbarged bull ". In other words, according to the female teacher 
who actually served as a role model believed that women should not be self assertive or 

challenge men. 
It has been noted by other educationists that teachen are twice as likely to give 

detailed instruction to male students on bow to do something for themselves; with female 
students, however, teachers are more likely ta do the task for them instead. The end 
result is that. the boys are taught independence, seIf-reliance, self-detennination, and 
self-confidence while gids are encouraged to live in dependency (McLaren, 1989; 

Sadkev, and Sadkev, 1985). Such orgaaizational dpamics influence school processes 
that undenaine the fundameutal right of equality of al1 human beings and instead 
suboràinate women to men in saciety. Patnardiy emerged as one of the sub-themes in the 

study. From the nsponses that ensueci in the various conversations I bad with teachers 
and from observations within the school settings, a patriarchal structure tended to 

emerge, dominating and marginalizing female voices, even in a girls school Like Ndoona. 
Bekunda, the headmaster of Mirama, and the school's Board of Governors held 

the belief that female teachers would be a model for gids in the school: 



I rhink I have 350 sRccien~s. 1 hove iwo feinole teachers and a &puty head 
mistress; 195 boys and 138 girls - recommenùation from Board of 
Govemors is that I shauld vigorously remit femule teachers su t h  they 
cmkasourccofinrpiratrbntogitls. niereisthatimbalanceof sexes. So 
to bring O girl and confine kt here, she moy not like if .  You mk yout 
resemch  sisla la nt [HM; August 8,199q. 

From what has tninspired in the preceding pages, it should not bc taken for granted that 
the mere pmence and increased numbers of female teachers in the school setthg itself 
would be enough to inspire female students to succeed in school. It may not be helpful if 
the attitudes and beliefs of both femde and male teachers, dong with parents, remained 
predominantly slanted in favor of paaiarchal structural power relations. Since male 
teachen play a big role in most schools in Ugaoda, it would k timely to organize training 
prognuns that would cultivate values, attitudes and practices that are not sexist. The 
cumcuium, textbooks and the whole scbool environment should foïlow suit, 

However, the view that men are domineering, hateful, aggressive, and seüish 
while women are numuing, caring and loving," as some feminist theorists in the North 
have argued, should not be taken for granted and generalized to al1 situations. It seems 
morality is essentially a mattet of overcoming egoism, which afflicis both sexes equall y, 
as Bandura, a female administrator revealed in her narratives where female teachers were 
also engaged in brutalizing students. The female teachen she refend to [under the sub- 
theme of violence] were no less btutal and aggressive than any male could be. As 
DeFaveri and Kach (1986: 143-4) bave argued, "women given opportwiity, will be as 
mean spirited, narcissistic and sadistic as men. And as noble, magnanimous and 

charitable." DeFaveri and Kach (1- 144) posit that what is necessary is to insist that 

"human beings should abandon the various intricate ways in wbich they dominate each 
other and ... cooperate in ways in which al1 humms can flourish." To what extent are 
schods and teacher education institutions at the forefront in creating a society fme from 
sexual stereotyping and semai domination? In which ways have the people who wish to 

change 0 t h  peoples' social practices changed themselves so as to act as models? 

There were practices which emerged from participants' responses that depicted 
the kind of hjustices -dents put up with in their schooling. These practices deviated 
from the democratic practices teachers idenWied themselves as carrying out through their 
professional duties. Birungi caunseled her colleagues that 



Now for the case of mathematics 1 think somewhere you con udvise a 
stu& tu stop attending. Becrcse ifyou feel tiuat men ifyou help him or 
her, he or she can't get anything why waste t h  on her. You tell hirn to 
r e r d o t k  things [teahers laughed]especMy lik now. We me renaining 
with three, ore they t h  or two weeks? Thcn he will corne with tlaee 
dimension. with ..you know tha  men ifyou waste hm time she cmmt 
make it. So why can't you tell her [Workshop; November 12, 1995). 

According to this teacher, she would rather concentrate on those who am able to succeed, 
those who are good and smart, white i g n o ~ g  those who are weak and are in need of 
most urgent help, even when they show interest. This cleaily iodicates that the Iearning 
process, in her case, is indeed for passing exarns and aot for helping a student acquin 
numeracy slrius [in the case of Mathematics] that will enable him or her to deal with life 
ahead. Everything is quantifcd in the hpending exams and the resultant grade. Even 
when the school has stnamed the -dents, the class is further streamed by the subject 

teacher and this guides ber or hun to concentrate efforts on Jomeone and to ignore othen. 
1 would like to recall my experience one t h e  in high schwl when 1 asked my teacher to 
belp me with a mathematical problem. When he came to me and saw my work, he 
declared me to be a case beyond repair and never attended to me. 1 felt that there was a 
tendency on the part of such teachen to concentrate on those students they have 
eannarked for getting g d  grades io order to bring the teacher and the school credibiiity. 

Nevertheless, other teacher participants did not endorse the view of abandoning 

the weaker students. One female teacher noted, " I w d  imagine that we should take the 

decision of the child very seriously, we should give it more priority." Dajo also added 

bis voice in support saying: 

Once a sncdent hus opted to take a subject, keep on eneowaging him as a 
teacher up ?O the time he sits exmu. ûtherwise, neveruttempt tu drScowage 
a studenrfrom continuing to study the subject bec- this pupil once you 
as teacher har saidstop reoding this d go maybe to Arts that will bring O 
siîuatio~~ of desparParr. The pupil will say okay this is an F.9 already. Here it 
is a pars or a fail. ... so as teaches it is o w  ciS, to encourage. M y  &y is 
tu encourage you, not to discourage you worlrshop; November 12, 1995]. 

Karyeija observed insightfully how a brilliant student can s a e r  injustice due to lack of 
adequate responses fmm teachers: 

You jind that a teacher LF nut well equipped with the material Md you find 
there is a brilliant shdenr in chrs who would üke always to interact with the 
teacherin tenm of asking questions cind whrrtever. And this is a teacher 
who Ries to suppress the student thinking that the student is in a way 
challenging him or her. Then you fail tu understand how you can really 
bring up t ha  critical mind and deep thinking m o n g  the students. So as 



teachers I don? know how we will react towmdr that, because it bas 
@ p e n d  und I think I expenCenced such even ut the college. When y u  
have cume out of the Hsc you huve lefr senior SUC you fNtd the mind is stilt 
freh and when O l e m  is giying wktever rmd then somewhere you feel 
maybe you huve rwt understoodyou feel you shouid ask w k t  and why, 
t h  t k e  wus that suppression &o. nienfinally w k n  you go maybe you 
t4kC it as the n'ght thulg as a methoù Workshop; November 12, 19951. 

In other words, it is not aiways the so-called weak a d  dtûl dudents alone that are ükely 
to get in trouble in schad. Students who are also inteilectually curious may face some 
injustice in class. In responding to the views expressed by Karyeija, Nduhire 
commented that " s m  students are tempting a teacher to h w  how much a teacher 
knows." And when probed how he wodd differentiate between king tempted and 
sincere concern on the part of the -dent in seeking knowledge and understnading, the 

response was: 

When you me teaching d a  shuknt usks a question that is not related to the 
topic you me teaching or he is reaàiing O textbook when you me teaching, 
then it is a fan thut &flnitely there is something wrong he is looking for; the 
studenr is laoking for trouble for the teacher [participants burst into 
laughter]~orkshop; November 12. 19951. 

Teachers are not in a monolithic and homogeneous category even those who had sarne 
training and were worling in the same environment. So, the majority decisions or 
responses to certain situations seemed to depend on individual penonalities. For 
instance, Bandura viewed her administrative role as mainiy to create a just and democratic 
environment in the school by mediating in conflict resolution between teachers and 
students: 

I play thru role as a ntediator. Ialways wunt the teacher to udrstculld the 
studentlr problem such that the student dwsn't cume saying t h t  1 have 
been slapped. niey rwrmally &ny und say thor the child is bad. I talk to 
both. It har helped me. I do some counreling. I have lemnted to know the 
sentrtments ofpeople and I have seen that SOM me hot anà others ate very 
cdtentpered. So I dso don? rush 10 judge this one. I approach him so 
that hl d m  not throw this dild out of class for mer. I always tell the 
chi&en t h  ifyou me t h t ~  out don't stay away, you come to me, don't 
just sit there and accept &feat like that. T h  I come to the teacher, &dt 
throw hint out. Give him a pu~u'sivnent and t& him bacR [HM; Au p s t  2. 
l9%]. 

In another development, Bandura narratecl the misery and injustice that children from 
impoverished backgrounds endured in their schooI Me at the hands of teacheis who lack 
compassion: 



They have vety poor background, t h q  are very poor, some of ?hem puy 
their own fees. ... Because. there is one boy who look very poor. Larr 
week he was c b e d  out. But today again the sme teacher har thrown him 
out. He look very miserable. ... He looks shabbv, unattractive. At times 
they look the way they look at home. 7ney are miserubie [HM; July 28, 
199SJ. 

In most cases, it is the poor children that look unclean and unattractive to teachers. 
Teachers' sociaiization which maidy was modeled on the traditional elitist values, tends 
to k devoid of cornpassioa for the poor, and insensitive to the factors that force the poor 
into apathy. 

Mpurikize was of the view that some of the injustice students suffered at the 
bands of teachers had its origin in Qrcumstances beyond a teacher's contrd: 

The time avaïabie tu students is the s m e  in the classtoom. But very o/en 
you find that time is enough for a mol1 group of people while ir i s  
idequate for orhers. ... vou would like to have some exha time with this 
other group but p u  d o n r - k ~ e  it. Either the school does not catev for that 
group, supposing i? is a d q  school. Second-, you have personal 
pressures. You have fo make ends meet. You don't have the mon- to 
keep you there. to keep you going. You may have to go out to vend ... 
outside in order to get yourself some m a  incme tu do that kind of job. 
Experience has shown thar there are some srirdents who have passed 
becuuse th- have had the money to do the job. 17rey have not been 
properiy satisfied in the cIassroom but becaure they huve hud the toois, t h e  
can engage teachers outside the c i ~ ~ ~ ~ o o r n ,  r h q  have managed ro perfonn 
properly, to do as well us others FR: September 16,1993. 

Much as teachen professed more democratic and dialogcal practices of justice and 
equality. the views in other parts of this study expressed practices that stand in sharp 
contradiction with those beliefs and with reality observed in the school setting. 
Mpurikize believed that the education system was promoting injustice directly and 

Our education system har mintained inequalities in society. ... nahmaliy 
those who do nut continue in the educaion system who &op out on the way 
feel themrelves cheared, ... they fear, they have the feeling of being rejects 
of sociery, of the system. ... those who pars me the victors ltcurrraI1y Ond 
they sir on the fence and congratuiate themeives on their success m; 
September 16,19951. 

Another tacher, Rakeri was of the view thak 

m e n  you me in c k s  teaching you findyou me not pmtrPmtrcuIariy arsociated 
with a panicular group. In fact at tirnes you are forced to form groups 
which groups wil2 m u  up srudents - the weak and the strong such that you 
don't have to associae yowself in class with pdcular students. l 'kt  
mighr happen outside ciass whereby some smdents corne and approach p u  
for privute teaching and thut kind of ding.  But in cluss I think we reach 
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unifonnijv- Because you donr block the ears cfthose who are weak; df of 
rhem lisren m; September 16,1995J. 

Rakeri's belief was insensitive to individual differences in a classroom situation based on 
gender, social economic background, culture and a host of other factors that influenced 
the leaming environment. She associated equal opportunity in class with students eus  

king open ta what the teacher said. For her, the c l a smm was neutral and just for al1 
students to warrant equal benefit f m  a teacher. As Block and Hazelip (lm 6100) have 
noted, "Some teachers - egwervers - believe that they are responsible for their students' 
success and not their failunsw They p on to say, "In some ability-centered classrooms. 
teachers can brush aside low-abiity students and concentrate on the* more able peers." 
For instance, my experience as one who passed through the same education system in 
Uganda, and tbrough the observations during the s d y ,  students who went for coaching 
tended to be treated a lot better by nich a teacher than the students who did not contribute 
to his or her economic well being. The students who were coached motivated the teacher 
and he or she reciprocated both inside and outnde class. As King noted, the things that 

take place outside the school even matter more than those taking place inside. Similady, 
the things that take place outside the class may matter more than what actually is done in 
the class, particuiarly considering the view that some teachers lacked the energy to teach 
in class or reserved the energy and the information for private teaching which was 

popularly known as coaching. 

1 have also noticed another form of injustice during this study which paralleled 
my past experience. When 1 was still in high school, whenever a student heard that he 
had to vint the headmaster's office, the invitation was regarded as bad news, comparable 
to someone king summoned by the police for interrogation. Fellow students would tell 
you that "you an wanted". In other words, the ethos of the headteacher's office was 
hostile and repulsive. This has not changed very mucb in the few schools 1 was able to 
visit during tbis study. The same view could be exteaded to other schools in the country 
considering the high rate of maiming students and the incidence of other crimes that do 
not promote an environment conducive for justice. The atmosphere surrounding the 
headteacher's office is disempowering and is cornmunicating authontarian and 
asyxnmetricai power relations, particularly to children from poor backgrounds. In a field 
participant observation, 1 recognized how some pupils in one school feared to go to the 
administration ofTice even with a genuine cause. At that time, two happy and nice 
looking children were reading a news paper to an adrninistiator. The children were most 
likely from some of the wealthy homes whose parents might know the adrninistrator 



personally - not the "unclean", and "unattractive" children from poor homes who, one 
teacherparticipant believed were like animals. But the administrator was not ready to 

think along those lines, saying that children only feared to go to her office when they had 
done samethhg wrong. Accocding to her, chiIdren who went to school wearing non- 
unifonn sweaters looked me 'viliagen," a word used derogatively to desctibe someone 

who is not civilized and backward. Altbough some pupils testSed that they feared to 
visit the ofice, the principal maintaîned that the doors were wide open to pupils as 

evidenced by the two priviieged chüdren who were in her company at the t h e  the schooi 
was visited What is true is that offices of principals were and still are associated with 
"trouble," and indeed, when students are in the wrong, that is when they are summoned 
to be reprimanded. 

In Muduma Secondary School, a teacher pointed out that when it was time for 
sending school fees defaulters, not dl the defaulters faced the penalty of king sent home 
and missing classes. Some of the parents had connections with the administration and 
the administration wouid give unitten notes to grant such children permission to r e m  to 
class and study. However, the very poor students were not creditworthy and wouid be 

sent home [Field notes; August 10, 19953. This was also reported by a disappointeci 
administrator, Zinunura, in an elitist school where nch parents were in the habit of 
sending their children with no schod fees except suitcases full of cookies and sugar. 

Such injustice is not only lirnited to school fees payment but also happens in 

admissions. For instance, one teacher in a focus group pointed out that: 

In my vie% ... the schuoi ~urn~culunr involves the leadership of the school. 
the administrative set up. So the school curriculm in my view h a  a 
connibution to this imbalance. Those who are ut the top go looking for 
ploces or schools - in Buddo or Numilyango, Cun't their children muke &?m; August 4, 19951. 

In other words, the way the cumculum operates, schools can k part of a sub-system of 
the wider Society and functioa as a breeding graund for inequdities. corruption and 

nepotism. Stressing the economic factor, another teacher also hinted at the issue of 
nepotism and corruption when he said that 

niey have the power, not only the means. that is, the money bit of it. but 
tlrey a b  have the weight - the social, polirical weight. So. a child c m  have 
say 15 aggregme in PLE, you c m  stillfind thor child uithough the cut off 
aggregate for this school cm be uround eight mid this sume chiid c m  corne 
here when the cut off aggregne is 8. How does the child make it here - 
because of the politicd weight m; Au p s t  4,19951. 
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This is not genedizable to ali students who are in those schools. Some of these students 
make it to these schools, albeit wealthy backgrounds facilitate a smooth entry compared 
to those from poor backgrounds. However, it gives insight into one aspect of injustice 
supported by structures that sustain and repmduce inequalities in institutions preparinp 
citizens for Society. As one teacher, Iremera, narrated, 

... the problem we huve in our heloping coumies is that àèmocracy 
people tnlk of is uniy in the- and it LI LcSualïy nghtfiom the top. Because 
for example suppose one is a heaciinaster and he is the person supposed to 
show jusrice to the people he is workïng with - the teachers, students, 
workers, parents and now he is undennr'ning it. For exmpIe, supposïng he 
is admittirtg SJ or S N  srudents. lmead of &itting some students with 
good ma&, he ignores thm one mid &ts one he is rëitzted to [TR; August 
9, 1995J. 

According to Bandura, when teachers are dealing with the students, they rarely 
care about the students backgrounds: 

Only a few teachers. One teacher came anù to&i me that this boy doesn't 
talk in class. Evert the a m  is so thin, he is so thin. Men she arked hirn he 
toli her thru he doesn't eat. He@ cornes. He ir in S.2 m w ,  very weak. 
We wrote tu col1 the purent. I don't think the fclther will corne. In most 
cases it is the step father. Very thin. ... We used ro have churity fund 
when Mr. Beebwa w u  here. When he lefi it ce& to befunctio~l. Every 
child paid. 11 WQS cateting for such a child m; Jul y 28, 1993. 

Bandura held the belief that most teachea were insensitive to the plight of the students. 
Though teachers are not in a position to help students matenally, the kind of interaction 
they have with the poor d e n t s  in class is patronizing. At times a shidents is Iabeled as 
a problem student when, in actuaiity such a student's problems requin understanding on 
the part of the teacher, standing by such a student so that s5e finds someone with 
compassion to lean on. In referring to teachers, the same administrator maintahed that in 
teacher training programs, issues of inequality and poverty were brought to their 
attention: 

They are insensitive. ... Yes in psychology it wor broughr. nie 
developmenr of the child, the ssuroundings Md their effects. But I think it 
depends ais0 on the indivi&al having thut compsion for the suffenng, no1 
to expect thm the training d e s  one deveiop thar compassion he /she does 
MI huve m; h l y  28,19951. 

The poor students were more prone to getting into trouble at  school. Teachers rarely had 

empaihy when dealing with these students. Although the administrator was of the view 



that compassion depended on one's natural human tendencies, depending on the 
paradigmatic orientation ofthe teacher education program one is exposed to, there is the 

likelihood for it potentiaily to complement and enhance or chauge ones beliefs, attitudes 

and values - for M e r  or worse. The view that teacher ducation preparation cannot 
pmduce compassionate teachers who stniggie for individual and coiiective justice talli*es 

with the earlier Mew advanced by teacher respondents that a good teacher was natudy 
good, not made so by college prepatation. Do the pmgrams student teachers are exposed 
to generate understanding of students' experiential, psychological, and cultural 
backgrounds and illustrate how the pnor experieoces and developmental levels of the 
students influence their learning outcomes? Most of the materials in textbooks used in 

teacher education pmgrams, in poor South countries like Uganda, contain idonnation 
based on psychological developmeat ofchildren in North Amenca or European societies. 

Much as these training materials may provide some insights, the underlying cultural 

orientation is oot universal (Bacchus, 1996). Students of Standard High School have 
tned to protest and fight non-violently teachers' insensitivity to their " problems like 

preparing the younger sisters and brothers who they stay with," as the cartoons in 

(AppendU C4)  illustratively surnmarize. 
In a similar way, students of St. Peter's Nsambya wrote in the New Vision 

( 1995) attacking the deputy beadmaster that he 

... is very arrogant. on many occasions he ... humiliated students ... telling 
them that they were wearing sub-standard shoes, then stops them from 
wearing the shoes again. We would like Ssenyondo to know that rnost of us 
are students from humble poor backgrounds .... He should spare Our parents 
and pardians. Some of them have not yet paid school fees, and amot 
Sord the "decent" shoes he wants us to Wear (Vision,30/1011995: 5). 
There were more practices which run counter to the dernomtic principles 

professed by the teachers. A sad Bandura. an administrator in one of the schools, 
. intimated that: 

In our socieîy here we huve a tendency of feeling that I am in class from 
8:W to 9:m. 1 Rnow my time I j u n  go there andoten leme before rhe tirne. 
Sorne go even when t h e w  haIfof the perioà Lr over and the next hulf Lc to 
give notes. So he dbesn't Rnow w h  ir happening in the c b s .  ûr when 
you go to clms and ask "Do you have complaints?" ... there is one case 
where a teachet goes and starts diciuting ut his stu&nts, %et your books, 
take notesR. She docsnr suy it is a patagraph, she dwsn't say q t h i n g  - 
just reodc too fm somebody has not followed and he is stuck. Wow, 
why men? you taking notes? Get out, don't attend my lessons for the mxt 
two weeks, because you are not doing anything." Becuuse the student got 
lost somewhere, he CM'? catch up, he will never catch up. Bur he îs told he 



is rude and he ir nor f a n g  notes, he is told to get out. And she walks out 
when she h a  finished. Men it is a single period. she goes afrer 15 
minutes, sk hasfsnished. She hm gone out, they have no? followed? &y 
even don'? h w  what she is teaching. She hm not eqdained. There is no 
relan'onrhip. So when I approached het, site said, 'those boys are bad. 
t h q  are biased, they hcae mew I)ïM; July 28,1993. 

Io this teacher's classmm, conriol dominated her method of work. Inservice pmgrams, 
which have remained a Iimited and marginalized component in curient teacher 
development becornes crucial heic as this administrator noteck 

Ifwe had worhhops and t h  teachen were tuught just ... as a reminder 
t h  dont treat &nts ar somethirag subordinute. something you c m  kick 
wiihout understanding hisprobfem ... because when we went for selection 
thar is whut they told us. men a headmaster is mt supposed to kick a 
teacher fike thai - get out, go back to the mini'mrd thorfs&ae m; July 
28, 19951. 

In another observation, I witnessed a situation where school chiidren were sent 
home when the minister of education was visiting one xhoot simply because they were 
not in uniform. These were not students who had refused to dress in uniforut but who 
genuinely did not have a uniform. The minister praised the students for looking healthy 
and clean which was no surprise given the fact that those who were not looking healthy 
and unclean had been sent away sa that the minister did not see them. In other words, 
the poor students were viewed as an embarrasment to the schwls that had to be bidden 
from the important visitor. In denying the poor students the opportunity to participate in 
the miaister's visit, the rninister was denied part of the important &ta about the d i t y  of 

the school and the community. As eariier noted, Amin did exactly the same thing to the 
destitute who were residents in Kampiila city in 1975 when he was chairman of the OAU 
summit. The city was swept clean of its beggars and their likes, as if they were not part 

of the reality that was considered presentable. Similarly, when the World Bank met in 
Thailand, the poor were swept out of the streets because they were a source of 
embarmssment to the emerging MC. These are very important images which m a t e  
lasting impressions that produce and reproduce injustice in subtle ways in the school 
setting. 

5.3. Pedagogical orientations 

In this section, the theme of pedagogical orientations of teacher participants was 

explored. Through narratives, views and experîences, teachers sbared how they resorted 



to using certain strategies and approaches instead of othen. In doing so, teachers 
identifid themselves witb particuiar methods as the following data revealed. 

5.3.1. Teacbers as castodlans of kmowledge 

Teachers operating in different &des were asked to share their expenences on 
their teaching approaches. I have coined the teim custodian of kaowledge to designate 
the guardianship role a teacher plays in the domain of kmwledge distribution in the 
leaming environment. For instance, Balita viewed bis coileagues and himself as 

... prepming people who c m  puss rmd go to amther stage which you on& 
have to show by how you pcused. nie task is ... finish a stage, pars it 
highiy get a pper, certijscates, go tu miother stage pars it so that in the end 
you are found reudy. So the academic the c~f17~culurn ifselfis in stages. 
..JO that you finish and qualfi s q  us a doctor rmd you go to the world. 
Here we me not training someone to be independent, we are training 
someone tu be dependent, pars exams - t h  is the only thîng m; Aupst 
5, LggS]. 

Time which determined the pace of teaching the examination-drivea cumculum reduced a 
teacher into a custodian. Bekunda's reasons why the topdown technocratie pedagogical 
approach enjoyed a privileged position among teachers compared to the 
participatory/dialogid one: 

P d y  tme ... Bur there are again rhings you find in the field which have 
nothing tu do with what you could have covered. Let us say when if cornes 
to - ~uzrmully when they me teaching us - let me go to the classroom, they 
emphasice that we really rnuke pu@ participate. niat we avoid this whar 
they used tu cal1 ch& Md tulk method or lecture method. But then when 
you come 10 reality say in the cZ~ssroom, sute& that is not very possible for 
a nuniber of reasons; fl J they mer - estimate the ability of our students. 
Oursrudents are norreully very good to puticipare ac?ively. ifyou use that 
method it ts so very slow, you may not cover much, and it even expects you 
to have these pedagogical faciiities in place: enough textbooks. e ~ u g h  
maps, enough libraty facilities, enough iàboramy fmilities which me not 
there. So in the lemning - teaching environment in nrch schoois, especially 
these developing schools where I mn a teacher you find you me the tes  
book, you me the library, you me everything [Iuughter]. So how do you 
desisttfrom using the tdk and CM methd So the srudents you have men 
when you me giving them some ossignmenr you don'? expect thern to get 
any assistance fron home. Because this a nad setting. I wn @st spcaRng 
from my own setting. And I m not speaking for any other person but 
myse& So when you ore m d t y  tkre,  thcy teach you the idecl but which 
ic really diflcult to nmry with what is in practice here [TR; August 9, 
1999. 



According to Belaida, a teacher's role was that of a mobile encyclopedia for the student 
who had no any other soum of knowledge to leam from other than the teacher. The 
classes I was able to visit were characterized by a teacher who presented the materials. 
asked questions, and pmvided a feedback to students about the comctness of their 
respanses. The pedagogical thrust tended to be cented on the subject matter. comct 
recail of content taught by means of highly st~ctured dnUs and workbook exercises. 

Bekunda went on to explain t h :  

You see the lechue method saves time and even allows the teacher to detail 
information which these snrci;ents wouldn'r have got on the* own. Because 
I have already told you t h  we are iii equipped in almosr everything - 
tenbooks me no? there, we dont have radio fdlities. TV facilities, we 
dm't hme newspapers. We onl'y get one copy. Monitor, we have never 
seen. and many other sources of information w e l y  are no? there - the 
encycIopedia. the manuals, these j o m I s  me no? there. Bur yet they say,  
you go and give the guideLines unù let tkmfind out themselves. So I don't 
know whether that is jùstice - acadernic justice, but I would Say ir is 
injusrice August 9, 19951. 

According to Bwengye, 

... thme is O jug anà mug method whereby you assume that there is nothing 
in the head of a srudenr - that is a tabulm rusa, you just pour in. I think 
when I go tu ourfield mody these sciences we mainly tend tu pour because 
you find the student h a  no idea at ail about Chemistry so you ark "How 
con we prepme oxygen?" They lm& ar you. So you tend to say, "Now we 
prepme oxygen by bringing chemicald plus B" [TR; August 5,1995]. 

The example cited by Bwengye, introducing the concept of oxygen to students, is 
interesting and therefore merits further refiection. The concept could be available in the 
indigenous knowledge setting, but the pedagogical strategies of the jug and mug 
metaphor could make it problematic for students to contextualize it. His assumption 
implied that there was nothing in the heads of the students as far as the concept of oxygen 
was concemed. The importecl textbook prescribed the premtion of oxygen technically, 
ruling out the native or indigenous expenence that devantly applied to oxygen. In 

doing so, the concept remains a transpIant fmm far away laboratones without using the 
students' everyday rraiity the most practical Iaboratory. The question - "How c m  we 
prepare oxygen?" - throws the class into disarray because it is not part of the "culhiral 

capitalw students trade with in their everyday transactions It is not accurate to say that 

students corne to class without any bowledge like a tabula rasa. The point could be 

made that the largest part of the students knowledge was delegitimized and was not 
accepted in the school curriculum - a cumculurn that is not adequately idormed by the 



needs and expectations of the environment where the school is rooted. For instance, if 
students who have seen the experiments on their TVs at home in their upbringing and 
other students have not had such an oppominity. when these groups of students are 
exposeci to the same cumcuium and subject concepts, as the case is, it may require 
different approaches ta teach each group. Such approaches may caü for a teacher's 
resoutcefulness and ingenpity to go beyond what was provided by his or her training, the 
prescribed cumculum and the (dis)abiing teacher's guides (Kozol, 1993). These factors 
d o  not liberate the teacher's resourcefuIness, imagination and creativity but domesticate 
him or her. When relying on the teacher's guide, sorneone is remotely coatroihg the 

teacher, crippliog hislher initiative and creativity by thinking on his/her behalf. It 
becomes wone when a generatian of Bwengye's students later on memorize such 
concepts and train as teachers to teach the same chemistry to another generation of 
students in the way Bwegye, their former teacher, used to teach them. This tirne, they 
would be wielding Bwengye's notes which they copied when he sent them to class for 
one of the students to write on the blackboard while he was away. This is not to discount 
that Bwengye might be an authority on the content knowledge of his teaching subject. 
But although he might be possess adequate knowledge content of his discipline of 
chemistry, this is not sufEcient for effective teaching. He needed to bave pedagoogical 
content knowledge that would have prepared him to undentand and explain more 
effectiveiy to his students the major concepts in chemistry. This would enable him to 

move beyond passing on procedural knowledge for passing examinations, which simply 
enables students to cram/accumulate factud information, 

As a custodian of information, Dajo resorted to the teacher-centered approach 
after failing to go very far with more dialogicailparticipatory teaching methods: 

When you try al1 the tactics of teaching to involve the mdenrs in the 
lesson, you wiil find thar you me jurr not muking any step und you wiïl just 
get problem. So ï realized thut I war f d n g  a problem d uccepred thaî I 
wos defeated us a teacher. And yet I w u  confirent I knew how to te&. 
Later on ... I resorted to these lecture merhods - I would corn with notes, 
read to them d g e t  out. Or l would say get your books mid I would wrire 
su many things on the blackbomd and say copy these notes and I go. So 
there, that is w t  teaching ... those will be fiture what - ci&ens m; 
November 1 1,19951. 

In his teaching, Dajo did not ailow dynamics of genuine dialogue to build in the 

classroorn. Instead of facilitating, he mechanically controlled student leaming by 

discouraging studentlstudent talk in a collaborative learning context. Such a lecture 

mode1 does not promote the development of higher level cognitive skills or empower 



students by encouragiag them to assume greater independence and control over settïng 
their own IearniDg goals and to colïaborating actively with each other in achieving these 

goals (Cummis, 1988). 
In a focus group, Obadia took îhe liberty to comment on his colleague, Muki~a: 

... what saence he teaches, wwirar physics he teaches dues not &ess itself 
to one specpc problem of the nation. He is teaching gemal science. He 
doer not even take interest Ni the abilities of the leamers. He is teaching 
wmes to people whose abilities stopped with mïzybe how ?O make a torch. 
So we are mt speaalizing. We me giving inùïscrinùnm eductmaRon. That is 
being wasteful m; August 5,1995]. 

The point here was that Mukisa's teaching was subject-centered rather than student- 
centered without any regard for the abilities of the studcnts. As Obedi, a policy maker 
cornrnented, 

Thir democratic way of teaching as opposed to, dictatorial teacher centeted, 
... is very good. But ... it nucst be seen in its conta?. In Arnerica or W. a 
teachm will teach a clars of 20 or 15 children all of them with books niere 
will be more books t h  chilUren in fact. Héte a teacher teuchets a class of 
more than a 120. The pupil-book ratio here is 7:I. Seven children share 
one book - ami tattereà also. And that is a very good schwl incidentally. I f  
a school manoges to have one book between seven children. it is a good 
school. You canot be pupil-centered ifyou want to &fiver anything Ir is 
not because people don't appreciate or don? know the value of this 
dernocrah'c method or approach. But ir is becouse aCIrcumstances dictare thar 
practicaillyyou c a m t  use it. You cîznnot teach a class of 120 ... a teacher 
stanûïng at the back to see a few chii&en nemest her cannot even thread her 
way tu go to the front beccarse they are so packed. You cannot use group 
work there; you cannot use individual work there; I mean the situation is 
such thnt. you know, this democratic way however good, and we cgpreciare 
it and we hope t h ,  and we me strïving to have it but practically. it is 
d i t  . survival of the fittest. people say, because when the 
examinarion is set, it is set for all chilrlien iwespectnre of the conditions they 
studied un&rlpM: L995]. 

Mpunlcize also collaborated Obedi's view of over-mwding classrooms: 

... students will pars because of individual dwerences ... But uLso o w  
system in part does rwt allow a number of things to take place in the actuul 
clarrroon, situation. For cranple, for niony yems otir cfassrooms have 
been overcrow&d. Su the reacherfinds himeIfin a s i ~ i o n  wliere he c m  
not give assistance to cenain cotegories of students much as he would lume 
wmted to. So those who tend to lug behind eventuully fiel themselves 
ignored but thh is mt the teacher's f d t  m; September 9,1995]. 

Teaching was oriented to demands of the diploma syndrome prevailing in Uganda. In 
this situation, conect recall of isolated subject content was given paramount importance. 
The interest in passing, or what 1 would like to cal1 the grade syndrome, made the 
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majority of teachea give up teaching students how to leam. Commenting on the 

influence of examinations on teaching approacbes, Okdi  nanated that 

The other day I visited what I would c d  a good school in the Eost. It is a 
good school becme it was a &montrotrOn school. attached to a t eack  
training college. ChWhen were wnting fiom tk flwr. niry were sitting 
on the flwr mid they were writing from their laps. NaRaseero or  your 
Bug& r d  chilben si? somavhere. Those chilriien who write from 
t k i ~ 1 . s  and the children who have desks in NaRasrno sit for the same 
euun And when they are judged, they me judged irrespective of the 
situatt'on un&r which they studied. lt is Q question of h m  mony of t h  
have go? a 4, t h  is the best gr& one. Yom compter says jvsr 4. G a y a  
4, they will take on& 4 whereas in the olden clay, adnission to S.1 took 
into consideration men teachers recommenriatiorzs. One would say. ail 
tight, this young man h a  not got a 4 but the fact that he comes from 
BukanduIa P r i q  School where children sir on the floor to work und hm 
got a 7, potentially he is better than t h  Buddo boy who iuu got a 4. But 
this is mt the case. And thrr is rtot curricuium mindyou PM; 19951. 

Okurapa shared in bis narrative that he was aiways figbting with time to finish his 
prepand work 

The students lconsider to k gwd because whenever I meet them, th- me 
so inqurnqursitive. m e n  you try to mybe bring a certain topic, they men go on 
asking you very many things even going furher outsiàè the topic. So ai 
rimes, I conttol them and say "Let us fipst of all fmish this, then we will 
corne larer". Becme they ask too mrury questions and ut tirnes we nury not 
be able ro finish our work. But they me so inquisitive ond you neer them 
outside they mefree to talk with pu, you c m  chat with them rhey can even 
tell you about ~heirpetso~utl / i f .  nie reason ik t h  îime isjighting because 
it is programmed, 1 am a h  fighting to finish the thing so if you allow the 
&y ro be for pestions, we may not Fish m; July 20, 1 9 9 3  

The approach Okurap employed demanded passivity and docility of his leamers. His 
tendency to retain exclusive control over classmom interaction as opposed to sharing 
some of the control with his students @y reflect the work situation that pressurized him 
to produce results ai any con. This is typical of the transmission model which 
incorporates essentiaîiy the same assumptions about teaching and leaming that Freire 
(1970,1973) has termed a "banking" model of education. Wbat is interesting about 
Ohtapa's dilemma management strategies is that as much as he said that he was 
intensted in inquisitive students. he suppnsses that cunosity hstead of nurtoring it 
because of his commitment to finish the lesson according to his stated conclusion. He is 
lesson centered, engaging in teaching a lesson rather thaa teacbing his students. What 1 
experienced when 1 was a student was similar to what Okurapa explained. Teacbers 
would tell us to "keep the questions for the next lesson", or "we shall cover that in the 

next topic", or "remind me when we are studying chapter ten." We never had time to 



revisit such "ignored" or "excluded" kwwledge. It seemed such imowledge fell outside 
the pmsdbed b w l e d g e  sanctioned for presentation to us. 

Some teachea in a focus group interview were asked the extent to which 
students participated in thek learning and Bwengye said that basically: 

ù is dict~totial~ Wc me vimCtrms of the same system becrmrc we the teachers 
&O have been victims, we have gone through the same system. We h e  
no say or choice. So when we become teachers, we have to do the same to 
the stuàènts. This question of the stu&nts hm>mg a choice to what t h q  me 
going to study is out ITR; Aupst 5,1995). 

However, the view that a teacher has no say or choice in the education enterprise briogs 
in the notioa that the teacher is sort of a tool as suggested by "the conduit metaphor" 
(Ross, 1994) in a processing factory, producing products for the market for 
consumptioo. The graduates of the school system in which a teacher considers himself 
or heneif as an instrument. are prepared for the future as a work-force that would meet 
the prescriptions of the labor market in terms of discipline. obedience, punctuaiity and the 
like. 

Obadia thought that else where, 

... ar S.3 level, if there was no rigidity, you know. sqnng that these me the 
books I mus? teuch you, even within the list I should be usking them the 
books that appeal to them mm?. ... The systern doesn't allow that. The 
schoul says we con? afford this, or we have already many copies of this. 
Also the stu&nts me ignorant, they don7 b w  whm would be appealng to 
them. And sometimes we teach these subjects without the students knowing 
rhe aims - why am I studying this subject? m; August 5, 19951. 

This view - that the students are ignorant and that they do not kxtow what would ôe 

appeaüng to them - lacks my evidence since students have never been given the latitude 
to make a choice. The view therefore is a preconceived idea that a choice for students 

must always be made or else they would make wrong choices. It was questionable as to 
what extent the teacher's or administnVds or even the ministry's choice is not actually 
the w m g  cboice if one questioned the d t s  of mort of the choices that have ken  made 
for students so far. Assuming that the teachers choice or whoever, was the wrong 
choice. what bappens in the end in terms of the future of the students? This is supportive 
of the topdown, expert techocrat paadigm where people are acted upon rather than 
actively participethg in their Iearning. The teacher should "always tcach to facilitate" the 
learning process without abdicating his responsibility and the authority that goes with 
hisher role as teacher (Freire and Macedo, 1995). It dso reflects the assumptions 
prevalent in the wider Ugandan society that the masses are "ignorantn of their needs and 
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thedore someone other than themselves has to intervene, identify their needs and deliver 
them from the situation. That, in that way, a teacher wiil be "helping" mch people. 
NeveRheless, a vanguardlexpert approach to conscientization would still cause a 
Merence depending on the values, beliefs and attitudes of his or her orientations. 

In the classes that were visited and observed, the teachers asked for factuai 
information through sentace completion exercises with pupils individually or in chorus 
&@y adding the missing word In Poütical Education, students were expected to Say 

that the state created employment. RareIy were they asked ta explain how the state 
created employment or the interrelation of two events. if the answer given by the student 
was not in the actual wording the teacher expected, it would be ignored. If the right 
answer was provided the tacher would move on. If not, the teacher rarely probed further 
in order to identify which elements of the lesson the pupil did not understand. Wbat 1 
also observed in Kobutesi's ciass was that when the students did not know the factual 
item. they often put forward randorn responses or would repeat or amrm the answer 
already given by their colleagues. She al- placed a premium on "elite language" by 

emphasizing the correct technicai terms (in hglish) and their proper pronunciation and 
spelling. The examples from books meant for schwls in temperate countries were used 
unsparingly whereby a teacher of geograpby wouid lift notes from such a texbooks used 

in North American s c h d s  without any modification in obvious situations. For instance, 
ternis Iike winter and surnrner when teaching about humidity were consistently used 
instead of substituting them with alternative ternis relevant to the students' known world, 
e-g., wet and dry respectivety [Field Notes; July 10, 19951. 

The view fmm Ninsiima, a literature teacher was that: 

f took literatwe and we were faught rhut we me all lemers ,  we ore al1 
teachers. There is no student. there is no teacher. Nd until you allow 
yourself to be a stu&nt mid allow the stu&nt to be a teachet, you wilZ fm-1 fo 
discover. As much as we teach. you must &nit that each time you go to 
class to teach, you l e m  something. .And rmless you me ready to receive a d  
give. o teuching system should be giving and receiving. lf you me onfy 
giving, then yau will feel too big. Y&, I always give - you feel cheuted. 
But the moment these ki& gn>e back to yw. then the k d n g  atnwsphere is 
m i j e 4  it is whofesome, teaching becornes Nveresting FR; July 13,19951. 

This was a dissenting view that deviated fmm the "banking" modd which many 

participants echoed. Such a renders itseIf to what Frein (1970) calls education for 

liberation where the* is no complete knowledge possessed by the educator, but rather a 
knowable abject which rnediates educator and educatee as subjects in the knowing 



process. The views expressed by Ninsiirna implied that her teaching-leaming 
socialization was more dialogical. However. this should not be constnied to impIy that 

al1 Literature teaching that is going on in Uganda is dialogical. Fmm rny experience, her 
view cannot be generalized to ai l  teachers and to aU classrooms of literature. 

5.3.2. Coüaboration in teachiy and departmentalizritioa 

Participants were aiso asked if they found it easy ta seek assistance from their 
colleagues. The aim was to estabtish the extent to which teachers coliaborated and to 
establish whether these teachers found it disempowenng to cal1 on a colleague to help 
where one needed help. Kobutesi narrated that 

... some teachers me proudandkeep in th& cocuon. Some teachers du m t  
want to &nit thar they do not know. For me, from tny eqerience. 1 came 
here as a fresher in thefie1d. I got su close to the ladies who were teaching 
geogruphy and old men. So they tmght me to teach O' level. S I . S2. 
S3, S4. incotporuted me afrer one yem - less than one year to teach HSC. 
So they ttained ne on the job und I WPÎ willing to l e m .  So aiï rhe power I 
have is right away fiom the fellow teachers who taught me. Othenuise, I 
wouldn't hime done a good job for the school. This was afer leaving 
univers@ m; July 13, 1993. 

Twiine who taught economics said: 

Icmne here and~rartedteaching economics immediateiy. nere war no one 
to interact with. But eventuully. more teachers came. and we have been 
shming knowledge and ideas; we huve been conrulting each other in the 
&-nt m; July 13, 19951. 

From views of teacher participants in one focus group, teacber collaboration, for 
instance, team teaching was not encourageci: 

Qn: Do yuu everfeel that a colleague is more knowledgeabie about n topic 
than you? 
Grmp: Yes. Yes. Yes. Y&. yah 
Qn: Canyou allow him or her to teach such O topic for you in your clus? 
Gmup: No m; k l y  20,1995l. 

One of the teacher participants, Ninsüma, offered the foilowing explanation: 

Mqbe we me interfenenng with administration because the situation is t h  
you have got to attend to your cbses.  ... Should you dodge it, then sume 
mney is going to be what-cteducted. So you feel ... like wmuing tu te& 
yow clas, there is th& obligation-f m u t  be there or my tnuney might end 
up being deducted. But of lote ... wejust sat dom members of the English 
department with m ther  teacher. We Man aflemoon and it wcrr a bit ha=y 



- al1 of us we were a bit tired, and we thoughr rnaybe the stu&nts would be 
cfiowsy. We got a Mà th  teacher who d o  M a n  S-4 cias in the afientoon. 
We decided to have topics - wrire about this. you b w  corne in fiont of the 
class. the whole group unù start toiking about these topics. We cailed the 
snrdents unàer a tree , one of us would M e  any topic anddrop it in a box- 
Math ond English. The sndmts came togethet- they didn 't wmit the lesson 
tu end. d we got a lot of information out of t h .  So ir was out of what- 
merging- c o M g  togethet. Becmcse the rhing which we me rnolding I am 
not going to suy this is the English pan rmd this is the Physics pmt Md it is 
allmerging togetkr, otherwise I think when I hadjust come to this school 
we were stifl very rigid m; Juiy 13,1995J. 

The rigid timetable was a hindrance to further teacher coilaboration. Coilaborative 
teaching was also undermined by the nature of cornpartmentalization/departmentalization 
of subjects. The monetary stringency further undermined integration because each 
teacher must account for his/ber teaching by a p p e a ~ g  in herihis designated clas~room at 
a particolar time as per the generai time table. However, Ninsiirna's view revealed some 
potential of acting as a transformathe intellechial by challemghg compartmentalization 
when English and Maths teachers merged their lessons. [f she could be supported and 

facilitated through sharing experiences of a sirnilar nature, she would try it again and 

again. Other teachea would probably follow suit. Compartmeatalization rernains the 

order of the day in the schml setting in Ugandan schods. Teachers were of the view that 
~eneral-PaP& attempted to integrate subjects but it was grossly insufficient. Apia's 
view on integration was tbat: 

ft ir not yet possible because the tirne table is so tighf such th& the teacher 
cannot m e n d e r  hm tirne when she is supposed to k in class in order to 
tecich another t e d e r ' s  clais. W h  interaction Lr tkre  is only in the vananou 
depmtments. We onl'y rnetge in general paper. Even rhis long interaction 
[meanhg the focus groupl hus been possible becmcse of the rain FR; July 
13, 199sJ. 

The time table was so tight that any inteniction that occumd toc& place was ody possible 
inside the various departmentS. This is part of the division of labor and specialization 
accordkg to subjects which undermineci teacher's identity in tems of group dynamics 
(Harris, 1982). Commenting on how teachen were compartmentalized in their various 
departments, another teacher, Rushanda, had this to say: 

... No one b s  whar happens in rmother &pmnnent. Lik a Geography 
teacher Ihave ~ t h i n g  to do witk Eco~mics. 1 have nothing to & with it. 
Probab& where Icm go in is where ir cornes tu mmking because I do nark 
the same. niere Ican coordinafe with them, though I do not teach it. But 
others who do not tead it don? see any use. It is mf pructical fot them, it 
h a  nothing to yield for t h  for sumN1val [TR; August 3, 1995). 



Echoing the same point of departmentalization, Nimiha's view was that: 

When there me seminars, some questions muy require to merge in 
informution. Time retnaim a problem. There is no tirne for teachers to 
intetact d imegrate- the tim tabie is ràgid and the lessonr me many. We 
are actualîj progr~mmed - when the tirnetable Ls there and you are supposed 
to go for English third rmd fourth penpen& you mat and onïy go for Engliih 
you shou&'t be languishing with the Literahne gentIemen . Yet, whereas if 
I liaison with the Literawe gentleman he could go in anà introclicce 
something and nioybe I go in his titetcttufe clas or we w g e  the classes 
together. maybe in English clam I wus rrying to introcfuce poetry, the 
aspects of what - poetry* And thtzt is relevant tu t k  Lirerature group but we 
cm 't merge the WU groups togethet because he will have his wi n'me for 
the Literanae andl will &O have my time for English. If I miss my time, I 
shall be - nry money sh1C be &&cted or I shall k recaded as somebody 
who h a  not tmcght. m, July 13,1993. 

Collaborative teaching was not prominent among teacher participants. The tirnetable 
dictated that teachen had to operate in a compartmenfalized manner. 

5.3.3. Dilemmas in teaching 

Societai demands for teacher accountability and professionalization add to the complexity 
of the teaching profession. Teachers namted experiences in which they found 
themselves at crossroads, d e r i n g  indecision on how to pioceed. Accoding to her 
personal refiection on ber teaching, Ninsiima felt this way: 

MMe Zarn quite different. My teacliing &pen& on mOOdS- ... I cm wuke 
up one nuiming and don 't feel Iike showing any of nry r d  out. And I will 
go to class, 1 would &ber  my message d y o u  will twt see me smiling at 
ail. S o m  rimes, I wiii wake up and feel Ihave to be very funny today. ... I 
would start by miming- they look at me. they laugh, t h q  do w h  - I cm 
evenjunp, but ot the end of ït all ... I introduce what I want to gnie to them. 
Anàf i~ l t y  you cool &mm, we go to a more serious note. and conclu& it 
with Zaughter. I have faied to te& accordhg to the set tules. My ntoods 
control my teaching. I must feel myself. If I feel for example, something 
itches me here [touches hetselfl ldon't see why I shouldn 't scratch rnyself. ... Me, I feel if one k s  really to teah, one hus to be mamal FR; July 13, 
i99!q. 

For Ninsiima, teaching accoiding to d e s  was unnaturd and demoializing. Her defiance 
to follow the rules is indicative of het potential for undertaking the tasks and 
responsibilities of a critical paradigm of teaching. In her effort to naturalize teaching, she 
endeavors to create spaces for herseIf and her students to interact in a more democratic 
participatory environment which does not mechanize and mythologize the role of a 
teacher. She would not pretend to be happy when she was nota For the students to see 



her unhappy is part of reality that one cannot seperate from a real life situation. 
However, the approach poses a dilemma when other factors in reality are put into 
consideration. For instance, the intention of the mood need not be taken for granted. 
Shouid the teacher's mood take pnority in shaping teacher-student relationship? What if 
such a teacher's mood was pmiaaentiy %adw? This puts in question the professional and 
moral responsibility and the accountabiiity of a teacher. Fbally, how wodd the students' 

Fmm sharing I aiso shared my experience in order to encourage participants to 
come out of their shells: 

... this rerninds me of w h a ~  happened to me in clars one tinte ... A shcâènt 
asked me a question and I confessed that 1 didn't know the answer. 
Stuciionts looked at each other and hghed ..& I told the class thut let us 
all semch for the cmswetar our homework so thut tomorrow, we shme our 
findings. 1 don't know whether atzy one of you hm qeriemed a similm 
situaion m; July 13,1993. 

Then Apia observed, "I don 't kmw wherher it is professsional to confess before srudents 
that yuu don 't know the m e r . "  The rest of the focus group responded with, 'Yes, 
What do you do. tell us"; "It is healrhyw; "Do you know everyfhing?"; "If I don 't know. 
I tell t h  Idon't know. even tutors. when they are training us they tell us to be honest 
with students when we don't know"; "Whot if one of them krwws the curnver there d 
t h n ;  Apia maintained, "The best I can do is to tell rhem to find out." for their 
homework. Other teachen insisted, "Ir would be failwe to admit h z t  one &es no? known 

everything. Kobutesi probed Apia thus: 

... whm vit is a new tm u student hos come ucross in a book you will m t  
hmte access to. Let me tell you, ... stu&tts who were going to si? exams 
asked ur - me Md Mr. Rushan&, ''W me petî-glacial feawes?" My 
reachos never tmcght me peri-glacial features. At the unntmsiry I never nier 
it mywhere. My tecrching d l  this tinte, 1 wus avoiding it. So I told them 
pleore. Idon 't k m w - c m  you go rprdjînd out ond tell me. So they hughed. 
niey saki, "But madom, you kunv a lot, why don 't you Rnow this thing ? " 
Untillhadtositdteadoboutit m; July 13,1993. 

Okurapa alsa shared his experience and said that 

There are times when Idon 't kmw. O&, I will ~ry to find mgbe someone 
who has an i&a. But ifthere is not anyone who bwws the &a, then I will 
tell t h  ?hot I don't know and probobly I will come with the answer 
tomorrow. As society is developing, these students get more infomarion 
from the media, eclucatedparents, TV. So when they come to aFR you. you 
migh? not have got the informution. So you may try to ask them or to find 
outhte m; July 13, 199q. 
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Kobutesi shared her dilemma that in class when students responded to her questions they 

would npeat the same answer throughout: 

I want to a ~ k  her suppose you ask a question someone gives oltswer then 
you choose another one to give his ve~sion, he will tell you "Like that one ", 
then mther one sqs,  "the same", like the other tim [refemiig to the tinte I 
sat in one of her chrses] "Ine same". what is the same you me telling me? 
C d t  you add on? niey me ~t innovuthte* So, it meons fhat the btain is 
sleeping. [ I  asked het wS] lyhy, mybe he is thinking of other things 
aheaà; moybe the thfngs he lefi m home. He is nor attentbe, you usk him, 
com'bute what me the fmm Gecn'ng clinrare? Inot one, "kiztitude", that 
one cornes in and tells you "wearhet". Thar shows you t h  the d e n t  is 
absent minàed anà t h  is a dull m&nt that day. So you ask him, "pieare 
can yuu contn*bute? " - "the same", "like thor one". Who is thm one, what is 
the s e ?  What woufd you do? m; July 13,1995$ 

The view that asking questions is automatically involving students' participation is a 
belief explicitly and impücitly held by teachea. But from what the teacher said, students 
found it discomforting to be asked questions because of the spoon-feeding background 
that was supportive to the examination-dnven curriculum. This is dso part of the reality 
of teaching; students are not always a captive audience. They rightly or wrongly exert 
some influence over how they are taught, particularly accepting methods that prepare 
them for the excessively cornpetitive examinations. Hence, Muhenda expressed her 

But you may k a good tacher, dependng on a school because some 
schools they expect you to give tests. ... but some schools expect you to 
give notes, coniprehenrive notes, such things. So if you change from 
anothet school and go to another school with a diffmem system, you m q  
be unpopulm ifyou &n't ku>w how they do it. So if yuu corne with your 
questioning techniques, ... and you ask, the sr~denfs will all look at you 
like fhis [she stares you in the fw because they are waitïng for notes. it 
depencls on the school. ... I hove taught in about 3 schwls or maybe 4. But 
rhefim schuol where itought, you c m  go to closs al1 they wanted was you 
talked to them a lot, you discuss d g i v e  t hm  questions. nity didn 't mind 
ifyou didit'? give thern f o d  notes. ... But ifyou corne tu Standard High 
Schoor mid you do thor. 1 think you '22 be unpopulm becmcse for theni t@ 
wunt comprehensive notes, even if you told them ['Il not be mound, 
"Excuse, can you lcave us with sume notes?" For them they really 
appreciate notes, they want notes. ... but that is also what the 
~ ~ ~ S t r ~ ~ o n s a y .  So men when they say you me unpopulm. they will 
compare notes. niey will not mind how you te&. ... ifyorc don 't gfve 
notes, I think you will be btollcjed a bat t eacb  m; JuIy 27,1993. 

Muhenda's approach i s  flexible and negotiable depending on the scbool where she 
happens to be teaching. She therefore implied that she adapted to the demands of the 



realities of a given school setting, examination pressure, curriculum, and students' 
expectations that are detennined by excessive cornpetition (Dias, 1989). This renders 
itself to the instrumentaikt view of a teacher as a conduit (Ross, 19%). The teaching 
environment and the cuiture of the school in which a teacher found hermimself workuig 
innuenced the instructional süategies slhe would adopt. As Muhenda has testifi~ed, there 
has k e n  a tendency, even for those teachers who are prepared to employ more effective 
instructional saatcgies slanted to the tiaadormative paradigm, of wily reveaing to the 

traditionai knowledge transmission approaches to teaching with their empbasis on rote 
learning, kcause of direct or indirect pressure fmm colleagues or schwl administmîion. 
The d e p  of nlyhg on the traditionai paradigm of teaching is conspicuous in poor 
nations like Uganda because of the almost complete absence of others oriented to the 

transfomative paradigm of teaching that practice more innovative teaching strategies 
(Bacchus, 1996). 

For Dajo, his experience in bath public and private schools led him to seek 
refuge in tbe authoritarian/baaking techniques of teaching: 

I war teaching in a private school. The owner of this school would admit 
anybody - SJ, Ii, III, VI, or even one who bas never been to school at ail. 
Because it is business. Now when it cornes tu the c h s ,  such o chacteris 
on inrbecile and acudemically Lay. And because the purent has a lot of 
money, there me many of that type in front of you as a feacher. ... From 
there l just ttansferred to another schuol. This is a "Tenth Worldn 
secoruhry school, a goverrunent school where the headmaster h a  no pupils 
- enrollment is zero. The man said without pupils no money to run the 
school. So he also adnits leftovers with 36 aggregates. Now you go to 
teach. It is the other problem I had faced. ... i am mnt saying that these 
h u m  beings who are acadernicuily lame should be thrown somewhere to 
Sese Islmidr or be killed. We need them [Wotkshop; November 1 1, 19953. 

This sub-theme has exploreci various types of dilemmas teachen face in their different 
settings and how they approach them differently to resolve them. Dajo felt ovemrhelmed 
and thought that changing schools would solve the dilemma, when the move ody 

compounded the problem. This reveals the urgent need for teachen to be given 

oppominities to share their expenences and seek ways of ameliorating those dilemmas 
which undermine teachen' contributions in preparing citizens imbued with values, 

attitudes, and kliefs that can lead to national development. 



Participants' views were sought in order to establish what they considered to be 

the pedagogical value d examinations in schooIs and Obadia explained thus: 

So ... you have a code of conclirct which nurst be confinned with but even 
the corttent of education is so mœented tu mbservience. it promotes thut 
&iliiyt that p s i v e  mïnd. For illstanee m the end of 40 minutes you could 
do O quick check on whether what you have taught is imbibed. MOT are 
you testing, you are testïng the content, the knowledge anà that's whot at 
the end of the course p e ~ ~ o d  the aunhmkn wïff test. nie cn'tr'cal mind, the 
indepencience? those other qicalities of mi indivi- that shoulii come out c.i? 
mt there. The resourcefilness of o child, the innovativenesr is even not 
brought out. Say, how much h a  he or she provided of what I taught; has 
she/he produced t h ?  So you con see thut the whole thing goes to the 
content of the cumkulurn which h a  pluced linle focus on the individuals 
usefulness os it is needed to be m; August 5,19951. 

According to Mpurikize, 

... OW system either produces people who fail or pass. Our -stem of 
education jusi produces those two. Anà those me lobeled failutes find their 
own way. they find fheir own level. nere is no way we look at this gtoup. 
And they me the mojoriry m; Septemkr 16,19951. 

Another participant, Ninsiima, nspmded as follows: 

Basicallv, we teach students. Okq today, we teach srudents, our sole aim 
is tu d e  sure they pass e x . .  Thar Lr of prior importance. Essentially, 
we are not supposed to teach just for the passing of exums. We are 
supposed to tead to make an dl-round person. Somebody who will go into 
society and will fit in whichever sociezy he is exposed to. But then this 
fining into society ~ Q S  become so conpetitive. And with cornpetition, e ~ n r  
have come &out. So in or& to prove t h  you CM actuulfy jit in society 
there is a prerequisite of p s i n g  e;x4ms. So they will gouge a teacher as 
being goodfiom how m ~ y  stuàknts he or she hm made pass. So instead of 
molding hïm out into an ail=roundpersonT fining in society, there is a m s k ,  
cm apparent mcrrk of making him p a ~ s  rhe exam. So you become exam- 
onenîed rather than indiviliiurl dèvelopment in society. You find yourse ff 
forced tu m; July 13,19951. 

Twiiw, refemng to examinations simiîatly, noted: " t h  is the yurdstick to measure what 
has been achieved through ~XCU~IS. So we are usually aiming at making students poss 
exams." When askeâ what the exams basically tested, Ninsiima referred to a bonle of 
coke and metaphorically and philosophically said, "1 nicly have the knowledge tu make 
this bottle but have no ability to make it. The exczmr test the knowledge. They don't test 
the abiliîy. Yet we shoufd be hcning both the knowledge anù the ubility." 



Indeed, as a consequence of the stiff competition in examinations, teachen' 
reflections as we iateracted further ~vealed @cularly what took place in the hidden 
cUmcuîum. For instance Ruyonga s h d :  

I have seen a contrdction in schooh. Now because of the stiff competition 
somebody addresses the studenrs that well, we me now competing 
senenousfy. Gay- is like this, Nobisunsa is iike this, Kibuli is like this. 
Su, what you do. those people don? gnte away theV mcltmenai. niey hide 
thrir test papers. So fiom now OI~WW&, I h ' t  want you to gibe out your 
question papers. Don't shate them with the other students from 0th- 
s c M  because thcy will kat us. And then when that penon cornes back 
to clars. he suys but this d e r  is suppsed to be for discussïo~. Students 
in the clars me supposed to disass rhis number, then the girls don 't dircuss 
it. TRe szudents of S.5 cannot ask their feiiow students in S.S. the XS's 
CCUUU)? ask those in S.6. The same person who says don't give away pur 
informarion is yet the same person now saying, "But why don't you share? 
You me in the sarne school, why don? you shme?"m; Au pst 5,19951. 

For exmple ~vokiabire SSS is supposed to be in out 4ssociarion but th- 
c m t  corne tu our meetings becme they feel we s h d  benefit from rheir 
infonnation ... they feel they know more m; August 5, 19951. 

Matas (1990: 9%) develops and elaboraies ihis point of competition and individualism 
by relating it to education in an illustrative manner. 

Take education and the emphasis on meritocracy. This has to be saddled 
with a strong sense of morality to restrain the negative effects of the 
competition on which mentocracy is based. Cornpetition CM be corrosive 
of morality. The violations of morality taking place in the intensity of 
competition often are not criminal in nature but may conduce to it in the 
sense that human sentiments clustering around a particu1a.r rnoraî value may 
be eroded, thereby making it easier for corruption ta take place. 

Take a student who hides books from the library shelves so that 
othen may not read them. Already this behavior conodes sentiments of 
coacem and goodwill for others. It emanates from the egoistic desire to 
compete using unsportsman-like means. When such an attitude prevails 
widely, it cm easily slip over into corruption. The corrosion of morality in 
various areas has always the antecedent of comption. 

However. Obedi was of the view that Ugandans regardeci rnentocratic exams as more 
dependable than continuous assesment exams: 

You see on the orher side of the scaie, people say, well unless you sîrictly 
keep to metir in fonn of grades. there would be a for of corruption 
othenvire. Because, a teucher in BukanduIa will say, such and such o 
cundi&te is very good. But you see because he was sitting on the floor. 
thar is why he didn't score so much. You see the evaIuation methodr in rhis 



country have not corne to thut levef where al1 teachers cm evaluote 
objectively. Teachers c m  evaluate p u p i .  objecrivelj [PM; 1 9951. 

When 1 asked Obedi why he was of the conviction that teachen would not evaluate their 
pupiis objectively. he repli& 

Thete are mmy reasons. ûne, w b e ,  the teachîng course har m t  offèred 
thot kind of skill, anù it is a dfflcul? skîll. Secondly, because of the idea of 
the survr*vai of the fitîest; a good s c M  isjudged by grCrcles and thmefore 
because ewry hedhaster would iike his school to be good. well many 
Hedhsters ifthey were fefi to say Iiow gwd their children were, they 
wouldi't perhaps tell the tmth. They would say that these chilifren me good 
but perhops they rit on the floor cmd t h  is why they are not producing 
abcd Md so on. Fortunate& IthinR this weclbiess is being addressed ... by 
UNEB. II is stîarting soon what is cafled ... nutionaf continuous 
assessment. And it has been agreed that the results of the national 
assessment which will be donefrom year to year, from tenn to t em  will 
count up tu 40% at the jimf grading. And I think this is o step funvard 
PM; Novemkr 6,19951. 
Nevertheless, in a conference on Education for AU, a former vice chancellor of 

Makerere University and Chair of the Education Policy Review Commission that led to 

the Govemment White Paper, Rofessor Senteza Kajubi obsrved that the pessimism that 

sumunded the idea of continuous assessment was not grounded in empirical ~search: 

One thing that wom-es me nbow ow echcation systern as a wMe is that it is 
not resemch based. We go by impression. For example in the olàen dqvs 
we used to have grade #O teachers, people lefr P.7 went to a teacher 
~ain ing  college andtmhedar teachers andpeople pr&e t h  us being very 
good. Then we went and said ... somebody must leave O'fevei in order to 
go to a two year primmy systern. Thar on&e huven'r evaluated it anà now 
it seems we are taking even A'Level. We used to have teachers ut 
R y d o g o ,  Grode V adpeople say those teachers were much better than 
teachers we trained at Makere~e p s t  graduates and so on. But there hm 
n e w t  been my studies for thut, I h ' t  kmw. Now Dr. Cele &es a 
statement *As long as the PLE is used for critical selection decision in 
Secondury schools. somebody somewhere is  going to corrupt the 
continuous assessment mark." Nùw, is this based on empiricd &tu or 
fear? Bec- men UNEB exams me ako sornetimes compted. Now is 
that a reuson to leave the UNEB exams because they me corrupted? 
[National F o m  on Education for All, Nov., 19951. 

Continuous assesment, according to ffijubi, was not a new concept that lacked practical 
success in the past educational history of Uganda: 

At Makerere in the school of educatiora, we had an expetiment based on the 
assessment of their teochers. ... why don7 we admit students in College 
school in Januwy ... b d  on the ussessrnent of their teachers? ... this 
experïmmî went on and we foumi thar teachers begun to be v e v  accurate. 
... IY was stopped not becouse someone corrupted it ... when you make 
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statements fike thîr they must be based on eqerinients you have obsened. 
Lanl'y, ifwe con not ~ u r t  a t e a c k  to say thar for my pupils. this one is 
g d  this one is pwr whm ehe can we enmut a feafher to àb? Ifteuchers 
can not teach values to sndents. cun tliey teuch? [National Forum on 
Education for AU, Nov., 19951. 

Kajubi used a humoms but instructive example to make his point regarding values 

education as a nec- component for teacher education that wouid be fundamental for 
the success of continuous assessmenk 

... I war teaching ut Buddo with the late Eriso Kironde. Evcry month k 
war sending buck money to Cambridge and I asked him why are yuu 
sending money back to CLunbridge? He soid, "When I war there, I drunk 
wine on medit. [port~~c~~pcmts hghed]. Then 1 said, ... why do you have to 
send ... ? Then he soid "No Cambridge a gentleman pays his debis. And 
ifyou don'î l e m  thar you are not a Cambridge graàuuteen So when are 
schoolr going to l e m  t h ?  When me schooIsgoing to have values thot, or 
men teacher training, t h  ifyou train at NdeJe y u  donit give chiidren 
mmks when they hove not got them? Now we need to assist teachers as Dr. 
Cele says to have ussessrnent tools su as to reully know their students 
National F Q N ~  on Education for AU, Nov., 1993. 

According to Kajubi. selective meritocratic exams did not have the capacity to predict 
affective values such as a person's compassion, justice, honesty and trust. He shared a 
pemal expenence which was critical of grade-centered exams as follows: 

One of my children lep a pailicular printcay school. When she had tuken 
het P r i m  h i n g  ErMii~tion the clars teacher wrote on her report, 
The hm fded -full stop. nie headmctster put, take hm somewhere e k  
And indeed, Idid[particr;Pants laughed]. But none carai to say, she is a 
poüte gitl. she is cletan, she cornes on time. she is reliable. Md ho- - al1 
these things were not there. But she h a  failed. But I can say t k  child of 
mine has been the most successfuf child. ... Now I fhink ifwe me going to 
get qualiiy education, we must use these exami~tion tools as means of 
improving o w  education system and ... we put a lot of emphasis on this 
affective assesment so as to produce U g h  who may not be v e q  
clever but who me able fo take U g d  forward mational Forum on 
Education for All, Nov., 1993. 

The message herein was tbat the cumnt meritocratic driven e d n a t i o n  system that is 
used for eveluation may not be helpfûl identifying if the desired citizen is imbued with 
compassion and justice and wiU contribute to building a dernocratic and equitable society. 
As Goodlad (1- 8) noted, "mccess in school, as rneasured by grades, appears to bear 
little relationsbip to anything else of importance - not to good citizenship. not to good 
work habits, not to happiness, not ta compassion, not ta any other si-cmt value in the 
larger human sphere. Success in school predicts success in school, and grades predict 

grades - 1ittIe else." 



However, Obadia felt that wbat the teacher taught to his or her studeats was not 
devoid of vaines but tbat these values were not put into practice: 

I think I would not b&g the t e d e r  squareiy to blame. Becuuse we muy 
tead the n'ght things but once o w  &nt gws into real Iife. he gets new 
challenges. Now the ideal you have taught YI class stops at the gate of the 
schml. YOM doctor wants food, YOM &ctor perhqs wmts to drive iike 
MY elite in the comtry. He sees his position not as a lsclttlSClttond serving 
position but as seI-sm-ng position becme he must protect his struu~m; 
Augw 4. 1995). 

According to Obadia, the problem was not with the teachiag: 

I think it is cur element of capitulism. ... The elite fs zupposed to go i ~ o  
s m h g  the government and creating t h  nibe of elites that is well protected 
by the govenvnent ... that hm recruited him into its service. Now what is 
wrong acnUrly is not the teaching. mt the teaders d e  but planning ... not 
on- t h  but the rovmdng bit. Whom me you going tu r d  and rewïud 
more? Ithink that is where the capitalist educaiion system Iias gone wrong. 
including ours [Augusî 4, 19951. 

Nonetheless, Bekunda contradicted Obadia's view when he said, 

You see, for us, we me grgdumes of that system. ... our teaching is pegged 
more on exmination passing than an_~rhing else. So for us we me r e d j  
interested in finishing the syIIabus as fart as possible su thut even the 
element of spom'ng so thar our students couldpass - n a  how much NI tennr 
ofskiils we have equipped o w  snuhts. We me not bothered men if those 
skifi  donT stick. But if they cm poss - frankiy that is our motive m; 
August 9.19951. 

Teaching was pegged to the memorization of facts with the element of spotting potential 

examination questions. This approach fragmentad the already campartrnentalwd subject 
contents the more and diminished the prospects of learning the subject matter in a holistic 
integrated matter. Indeed, when 1 entered Ndoona SSS, teachen told me about so many 
extra cumcula activities that were going on almost at the same time that same day and 
other days dong with their marking and gading student tests regularly to prepare 
students for excessive competitive examinations. This. they said, left no time for 
teachers to d e c t  on wbat they were teaching in a holistic manner. Basically, school 
activities and program control the teachers mechanidy. Teachcrs are too prcoccupied 
by the intemts of the organjzation that is oriented to helping students p a s  competitive 
exams especially in elitist schools tike Ndoona. That leaves little time, if any, for 
teachen to reflect, considering the constraints or limits imposed by organizational 
structures. 



5.4. Participation in tiuriciilum decisions 

While interacting with teachers fmm one of the urban schools, comments and 
views were solicited in relation ta the process of planning and implementing the 
curriculum. Particulady, views were gathereû on how teachers felt they were involved in 
its fomdation. Ziwa was asked whether issues of the devance of the cwriculum were 
ever a subject of teacbers' discussion. His nsponse was: 

Weil we don't d l y  discurr things concetluhg the ciariculum. ,.it would 
hate been very impottmt ifperhaps we hada generai meeting of dl teacirers 
of a subject or different nhjects in a forum where we ccm discuss such 
issues. But othenvise in the staff meetings we muinly concern oursebes 
with what t&s phce in the school, how we cm improve the perfonnmice 
in the school, the CO-cutnicular activities rmd so on and so forth. Orhenvise 
we do& reaily get time tu discuss these issues on the cwriculurn alrhough 
sontetime~ mention is mrrde on the reforms that have been put in the K@bi 
report, the White P4per rîeacher; Open-&y; Standard High Schod, 195j. 

During a focus grwp interaction Obadia, a litetahire teacher, observeci that 

... our curriculum, syIIabuses rem& static for so long t h  they d d t  
address themeives continuotuiy to changing dyMmics of socieg. For 
instunce, we have had set books in literature which hate been totally 
dntorcedfrom our cuItural, politicd, undeconontic needs [Au gust 5, 1995]. 

Asked who sanctioned such books, his response was: 

The NCDC. and the Ministry of Educaion. ... A teacher is only being 
brought of late Nito ... Otherwise when you talR to the technocrats in the 
NCDC and you talk to the people in the inrpectotate. the Ministry of 
&cation or you go down to Makerere School of Edhcution ... there is a 
dispnity in effort to make out teaching curriculum sensitive to o w  needs. 
niar is why a schod is a kind of an i s M  where ever it is situated. I don 't 
think the fives of the people surtounding this scliool are rejlected and 
integrctted in the leming institutions attended by these stude~s.  ... the 
behcrvioral experiences of the shrdents will not be whcu is existent next 
door. 1 think on the g r u d  our education policies. systems Md whatever 
me not geared towmds meeting the needs of s d e ~  [Au pst 5,19951. 

The view held by teacher participants is that the cumculum is not adequately and 
progressively responding to the dynamic changes of society. To Obadia, therefore, an 
effsctive curriculum requircd continuous revision. Moreover, the curriculum was totally 
divorced fmm cultural, political, and economic needs. Although a midl number of 
teachers was involved in cumculum planning, it remained very far away from k i n g  
representative as Ruyonga pointed out: 



They funnulate trhngs there. Sume mernbers of our staff tate panel members 
thete. But these panel members nt there but al[ they do I think t b  donS 
formulate the Nlriculurn. I think they ... keep on amending a few'things 
here and rhere. But these moy takefn>e to three yems before trhey sir. You 
cm see the UNEB thing. ... you have the same syllabus over anà over for 
&out f ie  yems men for the books, Iiterature b& when there are so 
m n y  other books. ... they get bored with the books they ask ... for 
questions und e x h t  them ... So those pclneisprodùce the rnatenàis rmd 
pass t h m  on to the inrpectorote ...lTR; November 12,199q. 

The participants felt that the way the panels were selecteci was not democratically 
representative considering the diversities of the country teflects in ternis of regioas, niml 
and urban, gender and other aspects. The tendency bas k e n  to select teachers ngarded 
as good speciaiists who according to the structures in the system, were inevitably 
concentrateci in the elitist schmls where children of the affluent in society go for their 
education. It therefore becomes a curriculum that is heavily weighted in favor of the 

c u l ~ r a l  capital of the children of the elites and against the children of the poor masses. 
The few teachers who wen asked to participate in panels were from schools where 
Western culture was the legitimate and highl y weighted cultural capital, popularized and 
distributeci as the regime of truth. 

In an interview with Bekunda, a school headteacher from one of the nid 
schools popularly refemd to as "Third World" schools, be aired similar views of the 

lack of participation in the cumculum planning pmcess. When asked whether he had 
ever ken asked to $ive input into the cumculum, as a grassroots representative engaged 

in the cumculum's implementatim in schools like his, the mponse was: 

nere har been a lot of over-centralision. In fact the curn'cuiurn is not 
decentralii=d. So if is juFt central. So things me just born the% coneeibed 
there and then they jurt send us what i s  already fnrished. We haw r w ~  
really been giving a lot of feed bork to them [EIM; August 9,1993. 

On the question of f a d  back , he noted that 

At lemfor the few yems I have been in the teaching service I have not seen 
that venue. Perhqps Ium mt informed t>ut at le& since I qualified in 1985 
f h e  never been asked mything to do wirh how I think maybe something 
couU k done to improve on what Imn t eah ing  m; August 9,19951. 

I also inquired whether teachers themselves ever initiated a discussion on the cumculum, 

and he responded, 'No. But they have ahvays dicized it alrhough rhey have never hod 
any initiative to s q  what cm we do about it.' Asked whether they had any minutes of 
such discussions on the cumculum, his reply was, "Men  we me havittg a casual 
discussion we have always criticiced it. But we have not taken trouble to rnimte ir and 
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even follow it up. Matters conceming the curriculum tended to transpire ody in a casual 
discussion. Since scbod time is dominated by the implementation d the cumculum, one 
would imagine that the curriculum wouid k a subject of discussion by teacbers as part of 
their professional occupation - not something they raise questions about and make 
suggestions for on a casuai or on part-the basis. This was a s i p  tbat reflected the very 
low participation on the part of teachers in the cumculum p l d g  pmcess. 

However, the impression mateci by Obedi, a poiicy maler, indicated that there 
was wide participation in the inceptian of the cuniculum at all levels: 

... we listen to what people say in the press. They will scry the systern of 
ecitrcati'on is fdiing us ôecattse chiidken cannot write a correct sentence in 
English. We r e d  in the newsp4pers. ... People here are iraincd resemchers 
who conduet scientl~c research. Our resemch andeval~~~tl'on unit ... writes 
a questionnaire. and it picks up some people, say. teuchers or parents and 
ask them a few questions about their expeetutz'ons j b m  the Ministry of 
Education, their disappointments, their feedback is brought here, if is 
Cmacyted and we cm take ocrion accordingfy. ... But the othet way is for us 
to look ut the m-ollQI @ratt*ons since t h  me very well articulared in the 
Ten Point Progrm. We sit k e  in our subject punels ... and say, this is 
what the government expects, how ... can your subject contribute to the 
achievement of this nutionalaspiration? [PM; November 6,19951. 

Obedi further argued that "Well, both wban and mai" participated in identifying the 
needs of the cumculum. He went on to say, "ifit is a questionnaire ,it is for those who 
can reaù. But our researchers even hoM interviews with these [illiterate] people." But 
Bekunda intimateci that: 

... we rwrmally find a designed curriculum, they give us the materid, the 
syllabus and teach according to whaf hus been kaid down for us and what 
will k examined. When it coma ... to iimplemns something like that. you 
do nut r e m  feel responsibfe. ... For exmnple. MW they want to p r h c e  
social studies, for you, you did Geogrqhy cuid Histoty and Civics. men 
yuu studied them they were not integtated. NOw they expect you to go in 
class and teach integruted things. You end up being substandard m; 
August 9, 19951. 

Twiine, a teacher from an urban school, also felt that curriculum plannen were 

insensitive to clas~mom dynamics in terms of curriculum implementation: 

And the problem thcy make is thut these are people who are@st suring in 
oflces. n>ey don? ~ R O W  what goes on, on the ground, in the classrmms. 
So they make policies t k r e  which become impossible when it cornes to 
implement them m; Juiy 27,1995j. 

Asked whether the Ministry of Education and Sports organized nfresher courses to orient 
teachers, Bekunda said, "You kmw anyrhing that invobes money these people ahvays 





invited to participate in the reform until the materials were finally disseminateci. Dove 
(lm bas dso noted in sirnilar situations that: 

Teachers are relegated to the status of mere techicians, transmitting to 
pupiis the content of materials which they had no part in developing and 
without regular means for pmviding feedback on their experience for 
revision purposes (PB). 

The teachers who have had opportanity to attend some of these orientation courses find 
them to be short crash courses where lectures on the innovations are given and a brief 
look is taken at some of the materials. They have littie chance to practice any new skills 
or to access support and advice when attempting to use them in the classroom. This 
approach therefore reduces teachers into passive ncipieats of matenals. It does not 
encourage or hamess their initiative, resoamfulness, and experiences, in creating real 
changes in teachhg and leaining, and it does not provide local institutional support where 
teachen can gain skills and develop professionally @ove, lm. 

Ziwa expressed the foiiowing views on the curriculum formulation: 

Even wWIthout the economic iuwdships. the cmUTllct(lum needr remodeling I 
should say. And it should be shaped in such a way that it emphari~es 
~atlbnaI gw&s of this Mtion. The teacher should be one of the collsuItcutrs. 
... secondy, the Ministry of Eduution. Thirdly, the citizens, the U g h  
should Rnow whut they wanf. Whm do we wunt as Ugundans? And in 
shaping the curriculum, dl these groups should be comulted [Open Day: 
Standard High School, 1993. 

Asked how it was cunently done, his response was: 

T m ,  I think mainly, it is done by a srnoII  group. the Nathml Curkulurn 
Developnrmt Center. I &nr know whether they niaRe any co~~~uItations of 
teachers andother people. But I think for them they &ci& on wharever t h q  
think niaybe coukü be go& for Ugan&ns. But I think to be democtatic, I 
thinkthere is a needjust as we did with the collstl0tution to c o d t  vm~ous 
people. I think even with the education system we should consul? the 
people concerned - whar do UgCUCdCPlS w m ~ ?  Whar do you want to equip, or 
what kind of pcrson do you want to produce. And therefoore. thor should 
comprise our d~lzim [Open Day: Standard High Schaol, 1993. 

One teacher participant alsa raised the issue of compartmentalization, even within one 
subject, when he pointed out that thete was failun on the part of those who design the 

cumculum to make provision for a smooth transition fmm one level to another in order ta 

build on previous howledge and experience: 

... those who design the O'teveZ syllabus of M i h s  at l e m  th- would have 
broughr in idear of A'Level ut OtLevel so t h  when we go tu A 'Level a? 
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Ieast there is something we cm build on ruther than trying to stmtfrom 
scrutch m; August 5,199SJ. 

In a dialogue with Twiine on issues of the curriculum, the narrative uafolded as follows: 

But we have been knowing for quire long a d  we h ' t  see whar has k e n  
done su fm? For Long ... we have been accepting the syffabus, the 
cumCuIum without being invdved. mis ir the same with the politicai 
problems. ... But we have been accepting it gndgingly of course.... That 
is where we go wrong. If we are not interested in t h t  part of the 
~m~cu(unr  andthe applicario~t of irro society ... we work jwt for whor we 
ore gening fiom there, the lfnle monet- value for surviwl. niere is 
something wrong because ... I c m  &ci& to do it rny own way, the way I 
want. Beccfuse ifthey w m  mc to ussess four times in a month d l  am n a  
getting whm 1 want, I CM jiat assess once Ni a month. ... Of course you 
have to te& uccording to th& sylhbus ... because ir is theirs. We are nut 
involved in mclkr'ng it. Ir is theirs. We haw been lefi out cud we kmw rhm. 
But as Fagil Mnday was saying, we me so disorgunired. We me ùying 
academicaily, we me narrowing naughter] m; July 27,19951. 

When a cumculum is preparrd and is taken to the teachea in schaols, it is a s m e d  that 
the other specialists kaaw what is going to be taught in the country and that these 
specialists are representative. Dunng the orientation pend, new ideas on what is to be 

taught are not being solicited. The orientation oniy legitimizes the curriculum by possibly 
asking in passing how it can be taught - not that teachers have participated in formulating 
what should be taught This pnsupposition, that teachers should accept what the 

specidists prepared, stems from the assumptioo that experts know the needs of the 
people excluded from the cumculurn debate. 

The views held by Twiine and others who sbare similas beliefs manifest feelings 
of dienation, apathy and dissociation front the cumculum enterprise on the part of the 

teachen. This befits the language of "teacher-as-cumculum conduit" metaphor (Ross, 
1994). The fact that the cumculum has been accepted grudgingly without any expression 
of direct resentrnent is sipnificant The outcome dimplemeating such a cumculum could 
include lack of cornmitment, including teaching ihrough some fonn of "distance 
education" whereby a teacher leaves notes with a student to k written on the blackboard 
during his or ber p e n d  while the teachet is away. What this could imply is that these 
dent voices of teachers are under a culture of silence which has forced them to mort to 
tools of the weak in dealing with the situation (Costigan. 1983). Teachers are not totally 
victims. One part of the teacher "collaborates, compromises and adjusts; and another part 
defies, 'non-cooperates', subverts or destroys, often in the name of collaboration and 
under tbe gab of obsequiousnessw (Nandy, 1981: 43). Much as the cumculum is said to 
be irrelevant, the= an other underlying factors that show its implementation leaves a lot 



to be desired. Along with other factors, the marginalized position of teacbers in the 

inception of the cumculum denies that cumculum the necessary gaodwill from its 

primary agents. the teachers. Accordiagly, the teachers, who feel alienated fmm the 

cumculum, have resorted to administering it to students with a very long s p n .  Put 
diiercntly, a good number of teachers did not identify themselves with the cumculum. 

However, wbea Obedi was asked whether he found any resistance among 
teachers in implementing the cumculum, stemming fmm their lack of participation in its 
inception, the response was: 

Let mejust s4y tus: we h e n ' t  f u d  m y  resistance at dl in implementing 
the cwticullum. Ithink whut we have f o d  is not tesistance but is perhaps 
lack of krwwledge of how to effectively teach fiom our sylkrbuses or Rom 
our books which lack would no? huve been there if we had enough 
resources to hold orientation courses. Govenunent cannot cal1 the whole 
homd of teochers to m e  book  However. it is dso d&essing itself to 
that problem. What is govemment policy now is,..,for curn*cuium panels to 
produce the syllabus. Once the sylfabus is pruduced it is given to 
publishers. ... and publishers identiR ... people who are already moters or 
potential writets and they wrire. ... We ger materia&s which have been 
W n  by outsiders and materi;ols wtitten by out panels, ... Tiie Minisny of 
Education h a  a vetting conimiîïee md they will look at al& the mutenends 
m*nen by everyboày. n e  vetting cornmittee endones or suggests or fails 
as it sees fit. In other words, the wnoting is r w ~  confined to NCDC Md its 
fov  people (PM;November 6,19951. 

From the views expresseci by teacher pauticipmts in the p ~ c e d h g  pages, the belief held 
by Obedi is not fully in touch with the reality expressed in the voices of teachers like 
Twiine, Bekunda Obadia, and Ruyonga. Ta some degree, Obedi depicts some 
bureaucratie insensitivity whea he says that there is no resistance at ail fmm teachea in 
implementing the curriculum. Nevertheless, at one point, Obedi had conceded that: 

After ail, we are in the onces. We may be developing mm-chair  
currt*culum. But these people ate the ones to tell us chat our i&us cunnot 
work in Bundibujo. or cannot work in Kqpichurwa whereczr they c m  work 
in K m p l i r  [PM;November 6,19951. 

At this point also, it is pertinent to nflect on teachers' sense of cUmculum relevance and 
need for academic involvement in curriculum decisions. Whereas teachers' earlier 
socialization and epistemological onde'pinnings seem to be mted in the traditiodtop 
down education, they Jeem to have passeû through the system as a ritiiril of passage. It is 
therefore worth noting that implementing a cumculum grudgingiy is a fonn of nsistance 
to the top-down appmach ta cumculum decision malring that has marginalized the 
participation of teachers and other stakeholdea in society . 



5.5. Hegemony as schoal administration 

Participa& were also asked how the administrative dimensions of schooling 
facilitated teachers in prepazhg democratic citizeos in the school ~etting- Depending on 
how the school is organizeà, studcnts may tend to intennaiize certain beliefs, attitudes and 
orientations towards üfe which may make thcm deve1op faith in and practices that are 
either oriented towards dernoctacy orits opPorite. W b  asked in which way he thought 
his schwl was democtaticdy otganized, kkunda explainecl as foliows: 

M e  me so nuuryparrpnetets which red& c m  &tect thar it is organized on 
drrnoctatic pn'nciples. Firstiy, the nroin ingrediettts are three - we have 
stwhts, we have teachers/scchwl worRers, then we huwe the parents. ... we 
have two mainfiluuu:iers, we have the parents and the govemment. And 
nonnally the pmerrts ... are the ones who inspect us. ... through the PTA 
executive meetings they have always to make a report, ...qu estion you hcre 
mid there, you have to senrir:e them and in return they sensitize us on 
matterspert4inïng to th& chikiren Md the welfare of ourselves. So. ... 
there is QCtCIQlly a lor of tic~llspcaency C)IM; August 9,19951. 

According to this headmastertransparency, is one of the parameters of democracy. The 
other element is sustaining dialogue among the stakeholders, who accotding to him are 
the students, teachedschool woclers, and the parents. 

Teachers were asked ta give theu views on how the schwl environment was 
organized in a manner that promoted dernocratic attitudes, and one teacher had this to say: 

At the moment we do no? have kadmasters ~uined in udministr~bn. ï%ey 
me picked, interviewed by the public service. So it is actually very diflcult 
to have a unijionn bais  on which Headmusters are qpointed and thetefore 
when ir comes tu actual aahinistrative skiils you find thut there is a lot of 
di@rence fiom individual tu individual. ... some headmmters act 
demueratr~cully, they share their views, they diseurs issues with their sta# 
and so on whereas othcrs don't. So we huve thor disp*ty. So alteady we 
CMP at the moment soy dl headmc~sters act demoeraticLzlIy. It varies from 
indivticiual to individd m; Septemkr 9,19951. 

MpuriLiafek tbat the program available in the School of Wucation in administration is 
not gronnded in praxis: 

The cornpottent of &nisttation in teacher training programs p4niculmly 
offered ha the S c W  of Eihcati'on at Makerete univers if^... Basicully ... is 
hypoîheticai. It does not &al with aùministrutive practice. No. it is 
theoteticai dacaclemic- It na@ docs not address 4iry practicalproblem in 
the school setting. So when the hea&Msters me rectuited in the schools if 
ussists but only in a mudl way m; September 9,19951. 



One Education Oncer also expresseci similar pessimism about the adequacy of the 
administration component in teacbereducation when she said: 

Ihe kind of courses we W u k e  when doing this dipoma Ni educaion or 
whatevet, &es not seem to p k e  much emphasis on statiStics andphnning 
methods of e&cation andso on [Conference, Hucation for AU; Novemkr 
15,199q. 

She added t h a ~  

We have headkeachers who give dora according to the purpose you me 
going to iw it for. vtky Y it is for ouditirtg pnnposes or school jëes 
collectim it wilt go &wn, if they kunv it is for receiving govemment 
connibution it will go up. So we are r e m  in a dilemma. So I don't kmw 
whether we me really gening the dora which will heQ us in planning. 
[Cderence, Education for AU; Novernber 15,199q. 

She also exposed the dishonesty with which statistics have been tumed to serve. 
Statistics are infiateci or collapsed depending on what the headmaster wants to achieve 
with them. 

In administration delegation, is an important aspect that enhances the stnooth 
ninning of a school. This participant was asked to comment on the level of delegation in 
his school and his view was: 

... he must appoint He& of Departments. Thut one is required by the 
Ministry of Wucarin. But ... he cannot aLlocate the du@ of adniinistering 
the housing problern. The school has go? o luunber of houses, buildings ... 
it mighr be a bener thing ifthere w u  a houring coinmittee with which the 
Headmuster would be workuig. Bur he h a d e s  that situation petso~lly  
and sometinres it can be a bit embanarsing andfind O whole Headmaster 
who hoppeu to have duplicate keys of teachers buses visiting teochers 
homes in their absence withoM tellhg them m dl.  ... According to him, he 
m t  oniy owns the buildings but he even owns the teachers. @Be c m  walk 
in a teacher's home, h e  without infonning, he will go in and inrpecr it 
the way he wmirs. ... t think thut if there had been a housing cornmittee 
such kind of behavior on the part of the aclininistration wouldnr have 
happened, m; Septernkr 9,19951. 

In the same interview, this teacher participant aras asked to comment on how 
dernocratically teachers participated in decision making pmcesses in the schod in tenns 
of raising issues and discussing them. His respwse was: 

... when it accidentully happened that the hecrdmarter wmed something 
done he culled an i n f d  meeting and that is when voices were raised thBr 
there ought to be staff meetings k the tenn at l e m  two; one to begin the 
tenn. one to end the term. It did not look to be a welcome suggestion 
although mchers insisted md he called it. But ... We have never 
discussed anything new in the school. ... The agenda hm olways been: 
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comniunic~onfiom the chan; m a t t a  mirUg@orn commulu*~onfiom the 
chair andthhtly, îvty other business m; September 9,19951. 

According to Mpurikize, fear was part of the scbool e n v i m e n t  at Standard High 
School: 

But the staff are a/dd of muking cmy usefui commerus on whatever he 
says. ... Supposing the ctim'rman has given his r e p  he invites teachers to 
comment on his r e m  he will not only have given the report but even 
povidedcert~~nsuggestiom on how he would wish to sobe the problem 
in the school. ... i f  members of stflchalienge some of those he will not 
accept. He will m4tm4tnt41t~n his point of vïew. Because of thar it har given 
teachers afeeling that it is useless tu give their views ERT September 9, 
1995). 

Thenfore, participation of teachers in decision making was considered very minor and 
manipuiated. The teachers were ceremoniously consuitecl to rubber stamp the decisioas 
of the administration. MpurüOze also adâed that 

... it so happenr that whoever hm consiStently chalknged the heaùmaster's 
point of view h a  aiways M t o  leuve the school by force. He hm had to be 
ejected fiom the school. ... teuchers who useà zo be concened about school 
afdrs and who used therefoe tu talk have evennrcrlly been forced to terne 
the school. Either tiiey me dropped directly or thqt me hmassed indirect@ 
and eventually they leave the school. ... teachers who have gone for a 
masters &gree have never been allowed tu corne back even or before they 
have got other jobs - sometimes they have got other jobs ami those leave on 
the& own m; September 9,19951. 

According to this teacher, when staü members go for further studies, the headmasten felt 
resentfid rather &an accommodating to such teachers: 

... there is this category of teuchets who t d k .  Me I have - becme I have 
been in rhe teaching service since 1974. I don 't think t h t  I am likely to 
leave the service in the nearfihue. Infact if has been my career Md I nray 
not leuve it. So, I haw attempted to give my suggestions on how we aa 
improve no? only the sy tem of education but &O the conditions of 
teachers, the condfrom of sndents - the g ~ d  w e w e  of the s c h l .  And 
I have talked to the heaahsîer iat a persod latel, I have shmd a lot of 
things with hirn sincerely believing that ny convictions could k h e m 1  in 
certain aspects of school administration and so on. I have pc~n*ci 'ed NI 
stufmeetings until recently. Now my experiencc hos been a bitter one. 
The headmaster askd me during the crisis when I had a problem with him 
s u  months ugo, 'Mr. Mputikize, why is it th t  it is you who talks and no 
orherperson t a b  on caain hues in the school?" I felt I had my personal 
convictions I can not speak for other people. I speaik for my own 
convictiom and I raki him so. And I told hin thar if other people can mt 
see issues or ifthey see d they c m  not t& does it necessari& follow thut 
T nwrt act as they do? ... 1 think it was not fOir for me to see cettain things 
go wrong and I keep quiet beceuse othws c m  not talk m; September 9, 
19953. 



The jobs of teachers who were not willing to be silent, w e n  endangered. Silence 
therefore is a strategic value fot swival. According to Mpurikize, the headmaster felt 
cornfortable with teachers of low qiialif~cations whom he could fmely dominate: 

Because they don? taU IO him. Andme f havefet)Fee tu tdk to him. ... I 
think it is h h .  1 have probably been seen as somebody who con incite 
others although it har wer bem nry intention und I have mt &ne it. ... it 
has tendpd to be gra<iuate teachets who leave the schwl while the nwnber of 
Gmde Vteachets is on the iircreose m; September 9,19951. 

MpuOLize amibuted the state of hegemonic patronage used by the administration to the 
Ministry of Education which abdicated the responsibility of recruiting and posting 
teachers: 

... mtil recentiy and men up ro MW, the Ministry of Edrrcation had more 
or kss abtogated the respolts1~6iIity of po~n-ng teachers to scbols. This har 
been the trend all owr the co~nhy whrre ir was the heudmaters who would 
rea<it teoching stafi recommend the m e  to the ministry anàposi but after 
the teachets have statted working. ... So, there is thut personol relmionrhip 
dtherefore it is a bit di@îcult fot people who have been given the job by 
the headmczstter to challenge hun. ... and I don7 have thar allegiance to him 
Zike t h  [TR; September 9,19951. 

This was confîrmed by Muhenda. motber teacher: 

You &te through the heOranater. OOkoy when I qualified they posted us. 
But we dih't  go to those schools. We went somewhere we wmted- We 
ail s m  the hedhasrer who recruited us (TR; July 27.19951. 

This was coatiinned to me by the officers in the Ministry of Education and Sports that 
headrnasters of big schools used theîr idluence and that of well placed old boys or girls 
and PTA officiais, to dictate the kind of teachers they would ailow to teach in those 
schools, in ternis of quaüfiication. Generaîiy, Headteachen enjoyed more support and 
protection in the niinistry than the teachers. 

During my field research, 1 witnessed an incident whereby Ndegami, a teacher, 
was instructed by the headmaster to "shut op" in a staff meeting in the middle of giving 
an explanation. When 1 went to tbis school the following term. Ndegami was no longer 
on the staff, as the hcadmaster had eariier intimateci to me. This is not to imply that the 
incident in the staff meeting is viewed in itself adequate explanation why Ndegami 
k a m e  such a disgace to his boss to warrant ûis transfer. But the fact that the incident 
prompted the decision to consider Ndegami's ultimate traasfer merit mention in this 
study. The response Ndegami nceived from his 'boss' amidst his explanation did not 
show any feelings on behalf of the headmaste, that Ndegami was valued as an equal 
human being or mspected as a colleague, with dignity. He was reprimanded as an object 
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that did not have hope or a future in the teaching profession, The rest of the staff looked 
down and fell dent. 

The system does not seem to cal1 for allegiance but subservience and 
submissiveness fmm a teacher. The expectations of the environment were iaimical to the 
promotion of independent and aitical thinking amoog memkn of staff on mattes that 
aected the schaol as a work place. According to this teacher participant, during staff 
meetings, sumeone may fear to give hidhet views in a staff meeting and pass a note 
secdy CO amther vocal member of staff to will express their views: 

... in every staff meeting. You see smali chits fiont teachers being sent tu 
patnkular indniduuls wwho me hwwn to be outspokn on certain issues. 
People will mtjusl talk. 7ky want you to tdk on thrit behalf whereas one 
wouldfeel thut in O staffmeeting, everybody Iiar the right to talk. And we 
have had thar right anyway - to folk but people feat to exercise i?. So I cm 
notfulS explain why reachets do it but I think teachers me &O tu blmne 
because they havejziled to e ~ e ~ c i s e  their inrfepende~t~e~ ï3ey qpem ru kack 
initiarive ro do acything and they do m t  appew to be WU& ptofssiomzl even 
when they have been professionai& îrmmned September 9,1995& 

This shows some intimidation and self-ceasanhip that has subdued teachen into silence. 
The teachers' actions reflect some fonn of resistance to a repressive and authontarian 
system. There also seemed to be Eome degree of apathy among teachen. This affected 
their performance as many testifîed that they were demoraüzed Although salaries were 
inadequate, teachers did not feel that the administration was supportive and 
compassionate in dealing with them. Hence, ihere was noticeable retreat or withdrawal 
among teachers, and this reduced their wüüngness to sacrifice for and to participate or 
identify with the cause of the school at the moment it may be requirsd most 

Asked to what he attributed such a development of authontarian tendencies in the 
school system, Mpurikize repiied that: 

But we cm not forge? the fact thotpoiiticoUy our nution h a  been, for the 
kgest pen'od of ifs indepenùénce, authoritm*m. Su headteachets areputt 
of thut authritankm system - the colonal system gave to our politidans, our 
policy makers th& authon'tm*m behuvior- Thl wonkers wiU inevitably work 
d e r  thut kind of tlring and they &elop thor kind of attinrdes. Teachers 
me &O adwritm~an in th& condrcct in tkir  rekio~~~rhip to the students. 
You onlyjht  individuals who will try to be & m w a n k  But it is there. It 
m<ly not be very direct but t k e  is a certain anwunt of authoritm~anism 
within out schooi systems m; September 9,19953. 

The authoritarian strategies of administration were confirmed by Muhenda, another 
teacher in one focus group, who had this to note: 



The ia&ninistrution. okay i f  we may c d  it an orgdzation - out school 
organization, the thing is M e  in such a w q  t h  you me tdd what to do. 
And thm is whm is expected of you m; Juiy 27,199q. 

There were structural legacies from the colonial ruie which seemed to have continued to 
characterite the edudon institutions with authontarianism. MuLisa, a policy maker, 
was ofthe view tbat 

... Ifyou wans changes to germinate, you & not oniy train agents who will 
biing about that change unà e p e  themfor entry inro an old system but 
yocr murr tocike the system k efare the teucher d e s .  ... ifyou want a 
school to change, you b e  not on& to train new teachms for that school, 
you muct chrmge the ukireacks imluding the he-m. [PM: November 
10, iwq. 

Mukisa advanad the argument thatl 

The new teacher is at a great cii'scthtmtuge andyou will derstand that jobs 
in the teuehing profession are no? aii thor easy to cume by ia p k e s  where 
people want YU go. m e  is greut cornpetition for jobs that me conveniently 
Rncated uroundthe t o m  and the penphery of t o m  are the meas favored 
by teachen for good or for wone rharlr where they want to go. Now i f  
you huppen to get one of those jobs, however authotitmhn a hea&nastet ,its 
very few young teachets thm will & d e  to go a w q  in protest and look for 
ujob ehavhere. niey will tend $0 becorne dociLe teachers [PM; November 
10, 199q. 

He proposed that: 

tu save the yomg teacher the embarrassnrent, you haw got to change the 
Headmastmandstm the process of chg ing  the staff cummon rom su 
t h  the entry of the new teucher ihto the system can be eased, and his 
effectiveness ar a c h g e  agent can be en?mced. A d  none of these things 
is going on because not oniy the teacher educutim system is in need of 
c h g e  but the support systems for the teaching professima, that is, the 
inspectorate, the nicmagement m m  anàso on are themselves in great need 
of change. Su to change reqmies noining a t e a k  anddtawing up a well 
conceived support system for that teacher io make sure thm he will be 
effective when he gues imu tkjicld m; Novcmber 10,199SJ. 
Much as teachers seemed to be disilliuioned in the teaching professicm because of 

the wider societal forces that &ected them economically, the school environment 
appeared to be aggravating thek situation. The administration was not adequately 
supportive to teachers in tenns of shadng jmwer. The ciimate was characterized by t o p  
down hieratchical relations that alienated teechers. This undennined soüdarity in the 
school community since teachers did not fdly identify themselves with the school 
mission and, therefore, with a preparedness to sacrifice where it would be necessary to 

do so. Such a work environment drains motivation and leads ta frustration which may 
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act as the source of some teachen contemplating quitting teachiag or moving to other 
cornitries as some teachers have done. It is not neceSSaTiIy due to poor remuneration tbat 

teachers consider quitting the teaching profession or to go to teach in another country. 
Some non-supportive hegemonic administrative work environments may deny a teacher 
dignity and identity to the extent of p u s h g  him5er out. How can school administrative 
envirionments be trandormed hto places that render support to the democratic principles 
which are oriented to genuine participation, eqoaüty, soiidarity and justice? In this 
chapter, it has been demonstrattd that nalities of life in scbools are complex and 
rnultif'etd The theme ofdemocracy foms a thrcad through almost aü the sub-themes 
that have b e n  exploreci. There samed to be a very low level of genuine democracy 
king practiced in the classroom and outside the classroom in pedagogy and non- 
pedagogical schml routine. The structures of the school institution espoused and 
practiced a variant of democracy thar was in contradiction with tmsfotmative practices 
for building a school community based on values, beliefs and attitudes of shaiing, 
compassion. and solidarity. 



SCEOOL AND COMMUNITY 

6.1. Introduction 

This chapter is based on what participants believed was taking place in ternis of 
the interaction and relationships ôetween scbool aud community. It is also informed by 
glimpses inta some of the schools that were visited particularly through everyday 
observations on how subjects and ciariculurn promoteâ school and comunity solidarity. 
Policy documents which outlined govemment plan on school and community were also 
explored, supplemented by Mews from palicy maken. The sub-themes that emerged 
from data analysis included the following: the role of schools in preserving indigenous 
culture; the kind of preparatim teachers nceived during prese~ce and i n s e ~ c e  training 
that empowered them to strengthen the desired relationship between school and 
community; and the trend of vocationalization. The values and assurnptions underpining 
these issues and problems were raised with respoadents and critically analysed. 
FoLIowing are the findings. 

6.2. Community Service Scheme 

The Govemment White Paper (1992) recognized the need to involve schools in 
community development by inrmducing a scheme it referred to as the Community Service 
Scheme. In its view, "the pnsent formal education system does not provide any such 
oppominity for community smice  ta the youth but ... instead, it sirnply alienates them 
from the bard nalities of life in Uganda. After completing their education, they do not 
feel any serious concem for the cornmunity' (p.21). One of the stated aims and 
objectives of secondary eciucation part (U) is that it shouid be "enabling the individual to 

apply acquind skiils in solving problems of the community, and to develop in him a 
stmng sense of constructive and benefciai beionging ta that cornmunity" (p.61). The 
following aims were also specifically identified for the proposed Community Service 
Scheme: 

(i) To enable young people to apply their knowledge and eoergies to real 
problems so as to make concrete contribution ta national development, ...; 
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(ü) To promote a national feeling of identity and social equality, and to 
enable the youth to corne to grip with practical problems of development in 
rival amas; (üi) To establish a funetional relationship between educational 
institutions and the world of work; and (iv) To enable the youth to acquire 
military skills and lcnowiedge with a view of contributing to national 
security and preventirtg exploitation by coercive forces (p.61). 

In the o v e d  cumcdum framewodc for Comprehensive Secondary Schools at Ordinary 
level, Community Service Scheme wbch wiLl k both time-tabled and un-tirne-tabled and 

examineci through continuous interna1 assessrnent is included as a subject (Government 
White Paper. 1992: 77). It is furthet sbted that: 

At ~nmarv and secondarv stages. - the scheme will also movide for 
comunitv service as mut of the curriculum, so that students can devote 
saw t h e  to constructive comunity work on a continuous basis while in 
schooI. Activities wül be organized in the fomi of dailv class activities, 
weeklv school activities and fortninhtlv or monthlv school-communitv .. activiî~es. There will be movision for continuous evduation ia student's 
accmuiative records. ... In addition, students will ~articimte in cornunitu 
service oioiccts for o u o n t h  &ter PI S. one-and-a-h-df months at the 
tertiarv letel of educatio~ ... Students will be evaluated on their 
partici-ption and performance, and a certificate d l  be issued at each stage. 
.-. (e.g., PL€, UCE, UACE) and some weight given to it in admission to 
the next stage of education (Govenunent White Paper, 1992: p. 23) 
[emphasis original]. 

The costs of introducing Community Service Scheme, particulariy as part of 
the cumculurn. at dl levels will k kept minimal by conf~ning Community 
Service activities within s c h d  prernises and the sum>uading communities 
that are within nach. ... The Scheme will be used for multi-purpose goals 
- including improvement of the schools, assisting the needy in the 
neighboring comrnunities, contribution to productive activities such as 
preparation of agriculhiral fields, weeding, harvesting. road construction, 
etc. It will also be used for generating incornes for schools to cater for their 
needs. However, the scheme must not be ailowed io be wholly 
commercial. ... The schew will be inWuced in 1992193 as it is very 
important and urgeatly needed. and does not involve much of development 

t of Students C o ~ u a i t v  Service wjll bc expenditwe. ... A denartmen 
established in the Ministry of Fducation and Sport . s ta be rcsooasible f o ~  

on and admigptrahon of the schemf (Government . 
: pp. 2425)[emphasis original]. 

Likewise, the Report of the Cumculm Review T a s  hrce (1993) which sounds 
like a derivative of the White Paper, is tiiieâ with simiiar highly cornmitted statements 
which reaffirm the aeed and urgeacy of medngful interaction between the scbool and 

the community. From the policy statements, one gets the impression that indeed the 
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relationship that exists between the school and the commuaity is inadequate. For 
instance, in which ways are the students prepared to enter the communities where they 

are going to "helpw? Are students going with the orientation and klief that community 
membm have the problems and they have the answers to the problcms or are they ping 
with the aim of giving and taking, expressing and sharing solidarity with the poor 
majonties in the cammunity? Insiruccively, Aitnsicy (1957) points out: 

To give people help without theV having played a signifiant part in the 
action makes the help itseif relatively valueless and contributes nothhg to 
the development of an individuai that you are ostensibly "helpingw. in tbe 
deepest ~ n s e  it is not giving but taking; taking fmm theu dipity- Denial of 
opportunity for participation is denial of hiiman cügaity and democracy. It 
wül not work. Even feedom as a @t is deficient in dignity (pp.û-9). 

The view of the policy document that students should assist the needy should, themfore, 
not be regarded as neutrd but rather problematic considering the volume of evidence 
showing how communities have suffered and their problems have been compounded 

compounded by those who daim to "assista and "belp* them (Chambers, l m ) .  There 
needs to be a clarification in this simple mandate of community service. 

However, it is interesthg to con- the views, experiences, beliefs and attitudes 

of teachea as they see and engage in the present realïty of community interaction whether 
there are any efforts undenvay that are currently cultivating and enhancing the 
relationslip between the schwl and the community. A teacher, as the primary agent in 
the school system, has a pivotal role in "bridging the gap between educational institutions 
and the community to ensure fmidul interaction between the two and woberfiilfillment of 

the schools'koileees' obli nations to the commuaity" (Governent White Paper, 1992: 

136) [emphasis original]. In the following pages, time will be expended in explonng 

how participants and the institutions in which they served viewed their interaction with 

the community. To what exteat do teacbers' views support the position of the 

govemment policy document that forma1 education alienates the youth fmm the 

communities; and how do teachers view themselves as bndging the gap between school 
and community? 

6.3. School and commuilty interaction 

In the following dialogue with two female teachers about the interaction between 
their school and the neighbaring community they expressed the view that students who 
attended Ndoona Gids Secondary School were "DejWely notpoor. niey mefrom well- 



to-ub families." Aithough the s c h d  is tooted in the Soweto community, rarely does the 

school admit children fmm there. Accaiding to Babirye, "First fhey dni't perfonn weil 
emugh to corne here, ami men those who woukü have been able can't affard schml 
fees." Asteci how they bridged the s c h d  and the local community. the response was, "I 
thid we don? relate." But Zipora interjected, "Well there are at rimes we mhre 
especidly in seminms  bu^ even thcrt is o bit selecrive. We go to Jubflee Academic 

College. But rwt with the locui CO-ty or vilhgersw m; August 2, 199q. When 
asked why there was no interaction going on, Babye's view was: 

Weil 1 think it's because even in the cwricuIum it is not emphasized - that 
reùztionship between the school and the environmm mound ir so rhat you 
find that when we me teaching we dont mer bring in t h  kind of 
relotio~ssrhip, that aspect thor we could relate wîth the environment m; 
August 2,1995j. 
Since the teacher was a Geography teacher 1 inquired where she took her students 

for field work, and she said, "Runyamuny~~ valley. It used to be a fmming mea. mut at 

present Jnere me no peoplew who iived in the area. Asked whether she and her students 
went to study non-people issues, she replied, "Yes, kind of." 1 asked why they did not 
consider interacting with pople who were faced with problems of development in the 

neighbonng slums of Soweto like pollution that was closely linked with the 
mushrmming factories. 1 expected such pertinent issues would attract the school 
community. The immediacy of such problems would introduce students to the basic - 

reality the cornrnuaity is Living under in the Third Worid. In this way, students wouid be 
challenged to think of how those problems came into existence and how kst they could 

be taclled. Babirye's view was: 

I should say that in o w  training, emphrrsis wwas mt really given to the 
interaction between the schuol cuid its immediate environment. But the 
challenge about rrmybe stuàying the slum mea ut leat one time I tmk the 
Ridr t k e  but the problem is thm whm they reach there its l i k  thPy have a 
mperior 0ft2~turie rkor ' Wm, is this red life" t h  kind of thing. Of course 
they come out having studied the things but I &nlt r e m  - unless if I tell 
them myserfthat . you know, you how got to appreciiate these problems ad 
ifyou cm, klp them. But thcy feel then that why should O human being 
stoy in such o piuce. ... Some oppteciate the 0 t h  poot people's problems 
mdU1IC2etstCUICithem andothers remai'n the smne. (TR; August 2,19951. 

Accordhg to Babirye, scbooUcommunity interaction was not emphasized in teacher 
education institutions when preparing teachers. Does it imply that a tcafher c m o t  offer 
hidher students bowledge tbat was absent from h i d e r  professionai hainhg even if 
such bowledge might be valid and usefui to the student and the community? Most 



likely, it is because such interaction is not legihated and sanctioned as part of the 
'given' cumculum. Babirye also believeâ that students questioned such conditions not 
out of empathy and compassion but out of a detached ignorance of how human beings 
could stay in such fdthy slums üke Soweto. 

As a follow up to her mponse. I asked her whether she thought students' 
appreciation of the situation was a consequence of her teacbing or whether it depended on 
an individual student's persona1 perception of the reality confronting het. Babirye's 

Both. Well kfore going to the field for the study you tell them the hekind of 
environment thar we me going to, please l e m  to apptcciafe ir and 
understand theirprobients. So w k n  rhey go there nnd see t h e  problemr. 
they wi i l  corne to an undetstanàing that the wotld is no? equal ond some 
people are r e d y  suff ihg m; Aupst 2,19951. 

Fmm the foregoing discussion, the teacher pointed out that the school had littie to do with 

the local community. The students were in an enclave of 'civilization" and anything 
outside the fence was associated with "backwardness' tbat could eady contaminate 
them. Iroaically , most of the childm in this school were from rich families which, are 
not a common feature in the schaol neighborhood. If the students hailed from poorer 
comunities, would they have been more empathetic and compassionate? Theorists say 

rnost likely not, since the school organization and the curriculum in its hidden and subtîe 
ways relocated the attitudes of the students to regard the misery of such victims of social 
structures as located in themselves (Seabrook, 1993; Chomsky, 19n; Toh, 1986; 

George, 1987). The school rem& to be an imlevant institution to the neighboring 
community since children h m  the neighborhood bardly attend4 the school. 

A parent from the neighboring community, on one visiting Sunday at Ndoona 
SSS had corne to see her daughter. Almost dl the time, the daughter was miserable and 
in tears whereas othet students were very happy, laughing and joking with theu parents. 
I decided to appraach them to chat and share with them. Theit conversation highlighted 
family problerns and exposed the lack of some of the items the girl would have needed to 

fit in the schoal comrnunity. In addition, her lacker had k e n  b&n into anci some of 
her belongings stolen. The mother was tough on her kcause she had not nported the 
matter to the school administration. Some teachers at Ndoona were of the view that, 
surprisingly, children from wealthy f d e s  were more involved in stealing than students 
from poor backgrounds. 

According to Obadia's point of view, it would be embarrashg for students to see 
him emerging from Soweto: 

193 



Acncally men when the students see you emerging from Soweto th- 
becorne contemptuous. The stu&nts seeing you emerge from Soweto - O 
slum, they Mght eariy ussociute you with the slum, nu? with the schwl 
&ornent. ntey don'? want you to be pmt of thm society. They rhink 
you me coming fiom drinRing W w u "  which yorc shoukü rwt 6e &.king. m; Au* 5,19951. 

The slums are viewed as "evil," as if they were the consequence of unique and isdated 
factors that were na of the historiai processes of national development. The local 
drink, "malwa," is disquaiifki as a respectable drink and totally amsuitable for a role 
mode1 of rnodernization üke a teacher. Obadia felt that shidents associated drinking 
"malwu" with "backwardness," and thedore teachers would not wish to betray the 
expectations oftheir students and their parents. 

Kuguma, another teacher shared a dWerent experience: 

But ... I vent some yens teuching izt SkTito W r y i  in the school. I think 
there is s o m  interaction between the school community Md the villogers. 
First of dl the villogets benefitjFom the school in VCXTI~~US ways. A n d  then 
the h e d n a t e t  or the heudmistress or what h a  &O to relate with those 
memben living in the community for easy work. He muy want some 
meriah, foocisl~ffs, those things. Those schools in rural weas parents 
bring th& childien to such a schooi. Becrmce the fees in such a school is 
low whereus here it hos to befiom the rich which the Soweto people c m  mt 
a m d  m; August 5, 19951. 

Sr. Tito Winyi is located in a rural area. Kuguma's view was that there exists more 

interaction between schools in the rurai areas and the lacal community more than is the 
case with schds located in urban areas. The poor people of Soweto may fear to step on 
the school compound of Ndoooa secondary school, and since the school is fenced they 

would be declared trespassen. Similady, teachers do not think that they could safely 
vint Soweto. There is already a state of structural violence existing between the two 

communities. The people of Soweto, whose di-ed humanity has been reduced by the 
social inqudities and by the violation of their human rights, are now viewed as 

potentially dangernus. Yet tbey also live under fear and peacelessness. Structural 
violence is intimately cornexteci with militarization and human rights Pob, lm. 

Ruyonga, another teacher atso s b d  the foiîowing experience: 

Let me give you a personal +ence. lYhen we were out for the 
presiderrtrio forum for science dtechnotogy, f used $0 t h  these girh out 
tu ahibit. ... I used ?O buy thent take away for th& lunch. nere me some 
small slum down there for eating in the show ground itseIJ ... the 
previous &y we had gone out to some restairant which is a bit toferable as 
fm as rheir stanàards me concemed. ... on Sunckry there was nothing ... 
When we were about tu move out thar there is no food, somebody says, 
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"Are you looking for somewhere to eut? " I said. ' Yes. " ... T h q  couldn 't 
believe I was entering there. So when I reached I washed my b u i s ,  ... 
there me rhose dàry benches, I sat and they brought the fd - matooke Md 
mat. ... They cou&'t resist. Fssf of al2 they hrrd the pressure - the hunger 
WPT there. Two, the teacher wus alreadj thete enjuying the food. So they 
woshed th& handr and rat. ... one came and sut by me. She waited when I 
Mfinshed eating, ... She said, "But do you n o d l y  corne to such 
places?" ... I said yuu see I don't mnnally c m  to these places. But once 
in a while when I feel wMtng 10 em and the= is s ~ m e  f d  somewhere, 1 
go for f i  and eut lt mid I s v e  my problem. Then she said, "You kmw 
some of this food w k n  you reach a certain pluce, you feel you will get 
fypiwidW m; Aupst  5,19951. 

If the food of the poar had all the diseases imagined by tbe elites. no poor penon would 
stiil be living. U anything, the poor are victims of a fonn of developnent that bas been 
killing, and continues ta Hl them more often than "typhoid". 

1 have always wondend why the village= like to serve people from town with 
Coca-cola wheu they have better nutritious local aiternative beverages. They have been 

convinced that their local beverages are aot fit for "civilized" consumption. particularly 

since the advertising culture of Coca-cola has trickled down deep in slums and rural 
communities. The poor people would like to catch-up with the muent  who are their 
mie models for development. The process of modernization has eroded the values and 
the moral fabric of communities previously based on simple. non-materialistic and 
authentic caciug, sharing, and solidarity. Barnet and Muiler (1974) have illustrated this 

point of modernization wiihout development and have shown how it instructs its 
dependent victims to feel inadquate in their attempts to catch-up with consumption of 
modem items such as impofied foods like timed fish even if it bas expired. mirrors and 
cosmetics or plastic plates. Bamt  and Mulier (1974) contended that this civilizing 
mission eroded the personal and national pride. self-determination and self-reliance of 
such people: 

... in societies where the advertising agency is the Ministry of Pmpaganda, 
the opposite appeal is made. The effect is to encourage the disparagement 
of local culture and the dependence on foreign culture. The psychiatrist 
Michael Maccoby tells the story of visiting a potter in the rural Mexican 
village who made ma-cent paintd plates of the sort that command high 
pnces in New York. To honor his visitor, he scrved him lunch on plastic 
plates from Woolworth's. The subtle message of the global advertiser in 
p r  countnes is "Neither you nor what yon create are worth very much. 
We will sel1 you a civiiization." (p. 178179). 
As earlier noted, the students who bave the privüege of attending the best schools 

of their times which are actually institutions distributing Western cultural propaganda 
while systematically excluding or fencing out local and indigenous forrns of knowledge, 



are the future policy makem who may p a s  policies that destmy the Lives of the voiceless 
people dwellers of places like Soweto, Makenke and Namuwongo. For example, the 

policy of dumping garbage from the city does not lacate it near or in paor communities 
unconsciously or as an accident but are baseci on policies @ded by attitudes of people 
who were sacialized in schoals. Conventional wisdom according to the modemization 
paradigm of development would iike to argue that these poan people who are noimally a 
target of enction and poliution are in such a situation because they are l a y  or b u s e  

they chose compensation for the dispiecement as if they wanted and ini tiated to sel1 their 
homes in the fvst place (Payer, 1982; George, 1981; Toh, 1987). It is also leaders who 
attended such "islands of civilization" cded schools, who argue that "the social and 
economic transformation of the Ugandan society must start with the destruction of the 

subsistence economy. ... the people should abandon the habits and tradition of engaging 
in rural economy which has caused poverty in the countryside" (Sunday Vision, 
13/8/1995). Monover, up to the present day, such politicians blame these victims of 
development and then lecture the peasants on imlevant and inappropriate modernization 
policies and devalue the folk knowledge of the poor masses when only yesierday their 
o m  parents raised them on a subsistence economy which is the one still maintainhg their 
pnvileges and repayment of unjust debts they have accumulated (Chambers, 1983; 

George, 1987; Payer, 1981). 
In some instances, whenc atternpts to interact with the local community are made 

manifest inequalities in relating with the parents. For instance, in the earlier visit of the 

Minister to Muduma SeconQry School, the students who were not in u d o m  had eariier 
on been sent away so that the minister did aot see theY poverty. Their parents also 

shared in such tmitment Al1 parents apparently had been invited to attend the occasion. 
The grand occasion was supposad to be concludeci with feasting at the end of the &y, but 
only a chosen few had been invited to the meal. The cnteria for selecting the number of 
parents who shared a meal with the e s t e r  was not clear. 1 noticed that the poor parents 
were not among those who were selected to share a meai with the minister. 1 did not 
have opportunity to talk to any dtûe  students whose parents might not have qualified to 
share in the meal about how that would make a student feel. if it were me, 1 would feel 
belittled because my parent did not quaiify to sit with the officiais and other parents at 
such a function. 

Furthemore, the majority of the parents were encouraged by the mastcr of 
ceremony b remaia seated as the Minister tound stridents' and teacherst work exhibition 
and other school projects. The parentst participation was underplayed. Was it assumed 
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that majority of the parents were incomptent to comprehend the curriculum that reflected 
what midents wen exhibiting? However, the themes which they had chosen were not 
weU pmded  in the reality of the local setting. This was reflected in the failure of the 

students to d a t e  their work with the local community, whenever a nlated question was 

asked. For instance. a student vas demonstraang the wonders of geography in his 

school on an Open Day with a map of Uganda d m  on the ground featuring the River 
Nile, the forests in Uganda and areas which had s e e n d  environmentai degradation. 
The student was asked by the Minister of Education and Sports whether there was 
serious degradation in the District where his school Muduma SSS vas located. The 
student replied that the books did not tell them anything liLe that. The Minister probed 
him fuither thiough his experience what he thought about it and the student replied that "it 
is there but not significant." The Minister told hun to leam mon about his District p e l d  
Notes; August 27, 19951. The Minister's statement implied that it was the student's 
choice to study less about his District. U sîudents had the chance to make a choice, 
wouldn't they opt ta leam about what is known to them before venturing into the 
unhown? The literatu~e of sociology of education d n d s  us of the ideological basis of 
what constitutes legitimate educationai content and draws attention, for example, to the 
paradox that the kind of lrnowledge about the wodd which students brhg with them to 

school is often denied and devaiued (Bale, lm. The geography cumculum becornes 

"things to leam" or %teps on the way towards becoming a geographer' rather than an 
opportunity for pupiis and teachers to engage cnticaiiy with the largely taken for gnuited 

knowledge of the social and natufal world that they bring to the school (Whitty and 
Young, 1976; Toh, 1986). The study of such a lrnowledge is what Apple and King 
(197) terni as a ~hidy in ideology, the investigation of what is considered legitimate 
knowledge by specific sacial groups and classes. They contend tbat the cumculum in 
schools responds to and repmsents ideological and cultural resources that corne from 
somewhere. in other words, not aii groups are npresented and ai l  groups' meaaings are 
responded to in the school setting. An S J  student from Standard High School also 

insightfdiy appealed ibus: 

... I would like to qpeal to the govenvnent to refonn the education system 
we are having in U g d  because it is not prdca l*  It is jus? ideologicaL. 
We just smàj t k s e  things in ckàssrooms Md leme them ... We are doing 
some of these subjects because they me compulsory. ... we have a students' 
council in this schoof. Even ifwe discuss these issues in the school I don't 
SM& there can be a chmge in the schwl. De/intely the school cm, mt 
change when orher scheols have not yet changeaShident: Open Day, 
19q .  



The views expressed herein by a student coneadct the earlier expectation implied by the 
Ministerthat students shoutd leam more about their local areas. Given the structures in 
which the education qstem cunently operates, to what e x m t  are students in position to 
ground their leamiiig in their local d t y ?  Put differently. do students bave a choice in 
the in the organization of the school curriculum? 

It was aiso noted by the e s t e r  that English was a big problem and it hindered 
the students' fne expmsion in explaining the kind of work tbey did in their school and 
afKected their performance in fmd examinations. The minister addressed his audience in 
very rich mother tongue but at several instances could not be clearly understood by the 

students who he occasiondly asked to complete a famüiar proverb he would state half 
way but students were unable. For example, he stated the following proverb, 
"Obukorwe tibwita kuteùa bukombera", meaniag that a mob of sqaimls may not have 
the capacity to kill but their collective soiidarity instiiis feat in their enemy. When he 
asked students to interpret it, none was able to do so. At the same the, the Minister felt 
students were incompetent in the English laquage when explaining experiments to hlln 
as their speed and ability to express themselves left a lot to be desired 

Another view that emerged as to why schools did not interact with the local 
communities was that 

... niere is an obstacle becme when we bring it af the level of a teachet, 
you see the tinte plmned for the schwl, tirne for the childten to spend at 
school is limited and even then the type of curriculum which we have 
a f r e e  ad~tll~tted that it is Iimrrled over to us and the syllabus you realire t h  
becciuse of the limited time and the &d of euunr thar is now UNEB 
controlling the teacher such an importmt developmental activity cannot 
corne in. We find thut the yem has gone, you can't bring in that. RacnacnaiUy 
you find ft ïrrelevmu m; Augua 5,1995J. 

Although there were many activities going on in the form of extra cumcula activities at 
Ndoona SSS, the type of activities focused only on interacting witb other schools 
through clubs without any focus on school and community nlationships. Yet, it would 

have ben ferme ground to p m o t e  this interaction if clubs fwused on themes related to 
the issues and problems the community m d e s t e d .  It would probably draw in parents 
of the students to support their efforts dependiag on the level of its organization. 

For Babirye, comrnunity and s c h d  interaction would improve if areas like slums 
were part of' the requind knowledge to present in exarninations: 

Now I think the erPmlt~tl*on system affects out education system. Beccnrre 
ifthey were asking &out slums in genetai papet, we would be compelled to 
t a k  these girls tu the slwnr. m; August 2,19951. 



Just going to the slums or to any poar communities can stül be grounded in the 

modemization paradigm. If students were king asked about slums in examinations as 
Babirye thought, wouldn't it be Wely that students would k taken to the slums to "mine 
idormation" only ratber than going to intenict with fellow human beings? There is going 
to the slums, k it local or foceigmr, as tourists or NOOs with a very big video cameta to 
indulge in the pornography of poverty by pbotographing naked mainourished children 
and haKnaked addts for printing post cards or other foms of entertainment (Seabmok, 
1993; Hmcock, 1989; Toh, 1987a). 

The gïds in a s c h d  iike Ndoona GSSS. and its equivafent are potential future 
bureaucrats, pfeSSionals, technocrats or they are likely to be married to bureaucrats and 
other highly powered state onicials, tecbnocrats, professionals and othet elites. And 
with the cumot stnichucs in place that uphold the stahis quo of inequalities, elite women 
are direct beneficiaries and accomplices in the exploitative process of accumulation on a 
world scale as Mies (1986) has cautioned: 

we cannot close our eyes to the staik fact that women of al1 classes in the 
West, and middle-clas women in the Thïrd Wodd, are also amoag those 
whose standard of living is based on the ongoing exploitation of the poor 
women and men in the underdeveloped regions and classes. (p. 1). 

The task is thedon to explore ways and means of preparhg these young girls in such 
eli tist schools as transfomative intellectuals, as cri tical thinkers with genuine 
compassion, aware of these issues that coastitute the reality in Uganda as a nation and 

how best they could play their role in building a just and democratic Society. But Obadia 
who was skeptical about teachers' attitudes in preparing citizens that would develop 
positive attitudes of compassion, social justice and respect for human rights towards 
impoverished communities and the environment both in urban and rural areas queried 

Do you think our noble pro/ession will change our attitudes to 
circumstmces - it will mt because we are reachers here, we me also pmmrs, 
we ais0 have our littkè kidr - I w a  s u w s e d  wkrz I joined this school I 
f o d  chiIdten of teachers me fmied every moming very fa in a pick up 
and taken tu a very caoM primary school somewhere and yet we have 
pNuay  S C ~ ~ S  h m .  m; Augw 2,1995]. 

According to Obadia, teachers' orientation paradigmaticdly was inclined to baving 
nothing to do with the poor aeigbborhood and their childm w m  femed to eiitist schools 
in the city where education was considered to be of a better quality in terms of the lrind of 
children who interact with their chiidren. Their children therefore en also brought up 
having nothing to do with Soweto aeighborhood, being suspicious and wondering 



indeed what kind of human beings iive in such poverty. The observation about teachen' 
alliance with the bureaucrats and technocrats is relevant to this scenario. In their effort to 

win support of the ruling class, teachea bave lost "the concem for the content and 
effects of education" in tems of linking the s c h d  and the cornmuaity especially the rutal 
and urban poor communities. McGinn and Street (1982) have concludeci tbat: 

kachers communicate the skil1s and values they do, not so much because of 
explicit obedience to cvffïcial programs in the classmm, because they too 
have a-d the perspective of the ruling clas. Parents. the mass media, 
employers, producecl the knowledge, abilities, values, habits, and attitudes 
that those groups accept as necessary for maintenance of the established 
order (p. 19'). 

For instance the schools located in the niral s c h d s  depend on "left-over" teachers who 

are referred to by Bantu, a ministry officiai, as surplus or floating teachers simply 
because, urban schools caonot absorb them: 

... Now ifte4cizers who arePoanhg c m t  be fined anywhere in KanipaZa 
they me di going to naal Wear. Therfore thut &pan0îy of stuflng of the 
ruraimeas thtmefme they me gem~g g d  teacbs and thmefore improving 
on their p c & m i c s t . . .  PM; ûctober 10,1995l. 

Do such disencbanted teachers usually go ta upcountry schools or quit teaching to do 

other things when they are uprooted from urban schools? There is a possibility that 

Bantu and her colleagues who had such a belief were tdlting in abstract and detached 

from tbe reaiity on the ground - contrary to what was observed and what participants 
from the schools which paticipated in the study voiced, as Iremera narrated thus: 

... those of you who are working in big rowns like Km@ you may not 
know but nual s c b l s  hete me nade by Grode V teachem. For exmnple 
here 1 think 8096 of the teaching st@are Grode V teuchers. So t h  problem 
of housing pllowance h demorali:ed us. We are totally dissutisped 
l.TR0;August 9,1995j. 

Iremera's views are supported by the report of the S c h d  Charges Task Force (lm 59) 
which wams that "Goverment mwt address itself to this regionai or urban imbalance 
very seriously othewise it is a potentiaiiy dangerous phenornenon for the future of the 
country". Clearly, the inequdity divide between the "developed" and "developing' 
schools is not only clear but sharp in two different worlds but all in one country. In 
which way do teachers close their eyes to such inequalities and enforce the cumculum 
and teach the students about the wonders the future holds for them? 

Teachers of Standard High School said tbat they used to take students to the slum 
communities for field worWstudy particulaily in Geography but the slum people had 
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ceased to k hospitaMe in tenns of taikbg to them since thece was aothing good that was 
happening as a ConScQuence. Kobutesi namited thus: 

You may not e d y  get the ground. Because there is a time when we wem 
os O c h s  but canyïng outfieUvork tu get in touch with those people and 
get info171tatl0onfiom them, it was no? e4sy. ... niey sort of isolate 
themrehtes, they thinA q b e  y m  me doing reseatch and you want to get 
nwnqrfiom doing the work. Though you may suggest sonre things, some 
people hi& away, they shy awq,  they donV want to tell you. ... People 
are selfih. h t h  ebcated d11on-e&ccc1ed July 27,1995]. 

She elaborated that 

... some people have cmrird out research in those areas, they hnve 
discussed with them their problems, ... but they have wrinen the things 
down d they have not brought in a feedback. So they feel they me 
disgusted wirh that - asking them, &ng them. I donlt think they can 
easily off- their tim. ïïtey think it is O wute of tr'me. ... They end up 
brushing tham ofl some me hiding, some me telling them "ntututawunya 
tukola emilimo jafe mulyawo muja kutuycunba ebikyi temutuymba ah." 
they ger disgurted. l ldon ?hi& ifyou go in as a diflient group aparrfrom 
collecting informaion you will do much work m, July 27.19951. 

The interpretation of the views in the Luganda language mean thatWYou are disturbing us 
when we are busy doing our work, yet you are there claiming that you want to help us. 
In which way do you help us?" Could this be a form of resistance? The poor do not 
wish to be used as objects by the "schooled" - not necessarily that they hate educated 
people as some of the people who have gone to school would Iike to argue. Educated 
people should aot exploit, and manipulate the poor. If anything, the poor are aware of 
how they are at  times taken advantage of tbraugh targeting them as "objects of 
manipulation" and "exploitation' by elitist unjust legal system in the name of 
administering justice, bull-dozkg their homes, grabbing their land (Kothari, 1987), or 
"rnining information" (Arnove, lm) fiom them in the name of doing research by school 
pioducts regardeci as the "educated" people (Foster (1967). Refeiring to peasants, Foster 
( 1%7) noted that: 

... peasants hate and fcar cities and the city dweiiers who exercise control 
over them. Since t h e  immemorial city peopie have aiternately ridiculed, 
ignored. or exploited their local country people on whom they depend for 
food, for taxes, for military conscription, for labor levies, and for market 
sales. Peasants know they need the city, as an outiet for their surplus 
production and a source of many material and non-material items they 
c m o t  themselves pduce.  Yet they rrcogaize that the city is the source of 
their [un]happiness and humiliation, and in spite of patrons haIf trusted, the 
pesant knows he can never really couut on a city man (Foster, 1967: 10). 



The slum dweiiers in the city also felt alienated and dominateci by fear. Poor parents 
were reporied to "fear" visiting even the schools where their children may be attending as 
Muhen&barrated= 

... parents me alteadj b d  to &al with - I h't bunv how we can make 
t h  accept to come in such mi envikonment ..l used to stay in Kiikoni 
down there a d  whenever those patents were &d to corn anci sec their 
chikken hem m school ... then they wouM say, "E*cuse me, Muhenda 
gw'osomesa eyo, rwakï togendo on my bchaIfmrrrbcr kiki ekiriyow . Tney 
don? want ro come m; July 27,1995]. 

The interpretation is thaî, "YOU are the one who teaches there, why don't you go on my 
behalfmd fmd out what the matter is." This partly nvealed the kimd of relationship that 
exists between the school and the community. Codd it be that parents fear thinking that 
the school yet needs more money to meet one of its insatiable demands, or the chiid has 
fallen in trouble with school des? Or could it be in comection with the way the school 
relates with the community witbin its fence and metallic gate as a hierarchicaily-organized 
institution? 

Education and therefore, through the cumculum, has always been expected to 
preserve the cultural heritage of the people it claims to serve. According to Mbowa 
(1996) the sumival of indigeuous culture became uncertain in Uganda way back when 
missionaries IiLe Dr. Livingstone came to "civilire the natives". She informs that 

This they effected in schools, dleges, and churches by compartmentalizing 
the integrated f o m  into choral music classes, clubs,Scottish country 
dancing, and the teaching and performance of Shakespeare and other British 
dnuaatists. In these schools, playing the traditional drums and dancing 
were punishable with manual labor such as cuainp grass, fetching water , 
and digging; it was also forbidden to communicate in native languages. 
which were derogatonly caîled "vernaculara "(p . ) .  

Teacbers' views were also explored to gain understanding of how schoaling contributed, 
through both the formal and the hidden curriculum, to the survival of cultures of Uganda. 
Mureebe was askeci what he thought the purpose d the fence at his schaol serveci and his 
response was: 

Now the only thing thnt the school ir fenced reully conveys the view t h  
you me not supposed to enter when you don? belong to out community m; August 10, 19953. 
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if yoo did not belmg to the "civiiized" community, you are expected to remain outside. 

Robed whether the school ever invited some memkrs of the community as resource 
persons to &are their foIk wisdom with the students at school. the respse was: 

Now as teachers we wouldflnd it more cornfortable because nonnollj un 
imn'tution IiRe this one shouddact as an instrument of c h g e  whereby we 
have to interuet with the outside worïd. So we should allow in those 
people, t k y  t e d y  giw us whm we dont know and e v e d l y  we skùifind 
that the sttuients migh accomm&e sorm kmwledge coming from t k t  
mea so we wouldfind it more comfortable. O@ that we have no? ut one 
tihw mèd to get these people to come k t e .  ... Now you see t h  our fnrts 
an nontlQIlj vdid whm we get berter redts  m the end of the yemat the end 
of S.4 or S.6. So, I think 1ooRing ar it front tha~ angle, n o d &  thut group 
sornehow hrrs to be ncg1ected.D; August 10. 19951. 

According to Mureebe, the examinationoriented cumcuium does not create room for 
maneuver to interact with the community through visiting or inviting the would be 
potential idonnants with folk wisdom. Kobutesi wbo taught in an urban located school 
echoed the same point when she said that: 

The school does not a& in thar time to cater for them. Muybe in ow own 
way we are inviting in diffèrent groups ofpeopk. Ifwe could gel someone 
who can come - it may not be e q .  First: imguage, language barrier, 
because we have to - eirher you have to be speaking English in order to 
delber the message. Because we have multi-m'bal students Md the only 
connectirtg language is English now. So ifyou WUW rny nother to corne in 
this cfas, she won'? deliver the information. She hm no hguage of 
cornmunicatio~~ with them. ... we can get M interivreter but the problem is 
thm we haw wt thought of that to be ineluded in OUT curricuIm. ... i'f we 
hod eMugh tim t h e ~  we wouldput in those extm what - cm*cula work-, to 
invite in people to c m e . m ;  July 27,19951. 

Apart from the constrahts of an examination-driven carriculum in tems of time, she 
noted that the dominant legitirnate/official cultural capital, the Engîish language, would 
disqualify and hence prevent the would be rightful reservoirs of folk wisdom from 
sharing their hiowlcdge with the school community since they would not be able to 

technically deliver the infocmation. In a situation where students do not speak a cornmon 
language 4th the invited guest speaker(s) from the community, would there not be a 
student who could interpret? This undermined the potential avenues for mutuai interaction 
and promoting harmonious relationship between the schml anci the community. But 
even the schwls which were predominantly attended by studeats who spoke the same 

language were not inviting such people or visiting them. 
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Tbere is a covertly and overtly implernented policy both in rurai and urban 
schools to require students to leave tûeir cultures and laaguages at the school gates (Okot 

p1Biteck, 1971; Bernstein, 1871; Ngungi wa Thiong'o, 1987). As it bas been portrayed 
fm the participants views, the s c h d  can hardly pnseerve the culture of the commuoity 
if there is no positive interaction going on. The indigenous and local culture therefore is a 

culture of dence considering the fact that even when students speak their local languages 
they an stiH iiable to be humüiated with punishments. In which way am students being 

prepareû as future citizens who have pride in their cultural hentage? It is no surprise that 
a generation of "educatedU Afiicans numircd self-hatred a d  seifdoubt ami& anguish 
thoughts by questionhg as Okot p'Betek (1970: 22) in Song of Lawiw depideci: 

MY 
Why was I bom black? 

Chango Machyo (1995) argues that 

(tlhis is why, for many Afncan politicans, the black peson is always 
w m g  and 'white experts' right. A typicd black polititian thinks that to 
accept advice from a black civil servant is admitting that helshe is iderior to 
the civil servant! (New Vision, 26/6/1995, p.9). 

As Ngugi wa Thiong'o (1981: 60) bas observed, songs like "Wash me redeemer and I 
shail be wbiter than snow" had their impact on the outiook of indigenous culture. He 

continues to add that "If God was slow to nspond, there were aiways hot combs and 
lipsticks, snowfïre and ambi to help the spiritual joumey to whiteness and black death." 
How is the IocaUindigenous culture portrayed in the school setting so that students can 

appreciate it? The generatioa of tachers in schools passed through the kind bands of 
such teachen described by Worth in Toh (1974) that although they were going to teach in 
Ugandan schools, 

They were getting dl prepared ta go back and teach the children in Uganda 
dl the songs and al1 the activities that the fine upper class young ladies of 
Britain would leam (p. 137). 

Much as it would be inappropriate to be inward looking and reject any fom of 
bomwing fmm other cultuns, however, 1 would consider it falling short of wisdom to 
systematicalîy suffocate and de legitimize wbat identifies a saciety and what it stands for 
by labeling it as "backwarà" and "primitive", in whatever subtle ways it is done (mot 
pBitek, 1971; Ngungi wa Thiong'o, 1SS1). It would also be a disservice to the survivai 
of any culture if indiscriminative bomwing was employed in the education of citizens. 

204 



For instance, I remember one popular Song that was sung very oftea for moming prayers 
when I was taking my p h a r y  education called "Twma omushanct O- Aflca. Iroko 
omaremu o m w i ~ ~ "  meaning, Talce light to Af'rica and eradicate the darlrness therein". 
Io its modemkation paradigm it prepared our minds that someone had to come and 
d e e m  the helpless African. It Ieft a state of disempowennent, seIf-doubt and self hatred 
by the end of the seven years of degradation of the local cnlhvc thmugh keeping it dent 
as if it did not exist. It could serve as a subtle signal to the students that they arr being 
prepared to have nothing to do with such excludeci "baclovard" cultures. languages and 
communities as a whole. 

For kkunda, the purpose of fencing the school is plain and simple and he 

You see, the purpose of the fence Lr three fold. One. you have to have one 
route. Because when s tuh t s  me pasing through mry direction, t h e  me 
reully diflcult to kiow who is a lare comer and who is in c h s .  Anytime 
you will see them escape. So thar's number one. Numbet. two, we m e  also 
Rying to proteet out buildings and men out trees. Animak c m  b m p  into 
anytiime. But once it is fenced you Rnow the on& entrame is thcre so if you 
are to protecr or it is a visitor you know he will have come from this end; 
then thirdly, it is &O a sign of bemty. So if the areu is confined and there 
is a hedge und it is maintained because I told you we me afso giving rhern 
ncdimentmy principfes of b w  to nm homes even when they go home. But 
it is not to say t h  we me fermhg ou? the c0mmurtity.m; July 2'7,19951. 

When asked how the community was integrated, he said: 

nie convnuniry cornes in when it is necessary - fir example we have mvucal 
open days, cultural shows, when there me enhibirions. So, men there is 
when we go out to assist on self-help üke to lijt our firewood, oour students 
me nut up rootedfiom the cornmuniry. Men they lose their &ur ones we 
go CUlCip4l'tricipare as a school. m; August 9,19951. 

Asked whether he ever invited the local intellectuals in the local community to share their 
wisdom with students and the staff, his response was, "We have done it but we fuck 
resuurces. Because we need tu tratspott such a person f om RuKungin'. Robed further 
why such a esouice pemn should particularly come fmm Rukungiri town instead of 
someone fmm the locality, he repli& tbat, "No, rhot one we have not been doing it. AS I 
told you this is a &y schwl. The Mture of our time-table weiy  it is so compact t h  it 

does net a l b  us to have such activities." m; August 9,19951. 

The views held by Bekunda are indicative of the d e  the fence played in 
facilitating the administration to gain full contml of the school situation. Also the fact that 
the community was expected to visit the school ody when it was sanctioned as necessary 
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p d y  revealed tbat intetaction was reguiated if not controIIed and formalistic. The school 
retained its appeanince of an enclave of civilization mode1 of exclusion from the nst of 
society as it were in the colonial days. Much as in some aspects Mirama Secondary 
School was htegrateâ within the local commnnity by virtue of the fact that students lived 
with theu parents and datives, it was conditional since the available boarding facilities 
were very limited. In which way are invitations nomaily inclusive such that participation 
in such events does not fernain exclusively open to only parents with children in such a 
school or guatdians? 

However, if open days were weUarganized, their potential impact in creatiag 
awareness among students, teachen and parents wodd be udathormabie. For instance, 
one ûpen Day at Muduma SSS, a student helped parents to nalize that the neo-colonial 
economy was exploitative and a burden to them. He Uustrated his point using a cow's 

hide skin which was a relevant and valuable example in the Lived reality of the people of 
Muduma community. The student told them that 

... one skin of a cow which you sell at Shs. 5000 en& in the industrjdited 
counnies where they make shoes out of them. To buy one pair of shoes 
would thereafrer require you to sell IO cows. ... the African peasant was 
foutut making his own hoe but by the tirne the whiteman wen& the Afncan 
pesant was buying imponed mani#i~ctwed hues. This is not development. 
We me MW job seekers rather thmi job niders. The whites funhsr divided 
us. So, you parents shouM stop dividhg yourselves in religion, polirics 
becaure the whites already did emugh. [ST; October 27,lWSJ. 

Che reverend felt uncornfortable and apologetically obsewed, "what if a whiteman was 

here" f ield Notes; Aogust 27, 1995J. However, parents shouid be able to share their 
howledge. An old woman who is a talented musician or stoiyteller would be invited. 
Okot p73itek (1972).one of the celebrated African known writers commended his mother 
for teaching him to sing: 

... it was my motk who taught me ta sing first. 1 think I leamt a lot from 
her. 1 learned very Little from my literature tutors in scbool and univmity. 
What they were teaching was klevant to my experience - the Shakespeans 
and Shelleys . ... What my mother was singing about was about Society, 
about the chief going with somebody's wife. about a loose woman and so 
on. This was not professionai; it was because someone thought something 
ought to be said and had the musical and poetical talent to suite it (p43). 
Accordiog to Kobutesi, "ir was &ring the '70s when schools were more open to 

the corn-ty' indiscrimkately than ever before in Uganda. As she could recall &YS of 
Amin's regime, she tesmecl that gates of schools were more open to the comrnunity: 



1 temember when I was in senior four orfive when we used to do teaching 
during the holidoy - you dig in the moming, you cook. you go without 
eatl*ng but you have to go undreach the ekbly. TR; July 2'7,1993. 

Tbis period was characterized by Literacy campaigns and students nationwide were 
involved in the exemse albQt politidy motivated and poorly managed to be sustainable. 

Apart frwr the hidden cmicuium as exempiified by the gate and the fence 
m e t a p h  which have literally tended to keep out the cornmunity and its knowledge. the 

forma1 c0mcolum seerned to ninlorce it in that regard. From the fiterature point of view, 
Obadia noteci that 

... &ut the moral change we would expect O snrdent of literowe to hmte 
come out tmkrstctnding that when Okot ptBetek war saying Lmvino was 
mti-mo&mi@, againrt using a stove, she doesn? wanf to go ro the 
hospitul, she àbesntt want to see TNla use connetics on her face wac to 
show how nodernity was CU confict with indigenous culture. But ifyou ask 
a student of today t k t  'would you have the same view with Ocol who 
divorced his wife Lawim who wus traditionuily mtmied to him because he 
considered her backwwd, becaure sk rejected certain d e n t  tmdencies? ' 
nien O stu&r~l of todoy will say Luwim was backward, missing the moral 
message t h e  m; Aupst 4,1993. 

Considering the issues raised in Obadia's views criticaily, one would be able to malize 
that education has not preserved indigenous culture but has marghaüzed and destroyed it 
in certain aspects. The students who pass tbugh the system do not reflect the acclaimed 
mie education should play - that of preserving culture and pa~sing it on to the young 
genedon because shidents miss the morai message Okot p'i3itek (1970) is conveying in 
Song of Lawino. The students an not exposed enough to indigenous values and culture 
in the school setting because the majority of the readers which schools have up ta now 
are about far away lands. Ngugi wa Thiong'o (1981: 356) argues that 

Let us be frank. Being a shident of literahire today in Kenya means being 
an Eciglisb student. Our cbildren are taught the history of Eaglish literature 
an language fmm unknown authon of Beowulf to T.S. Eliot. They are 
made to &te, with e t h e d  faces and aagelic voices ... They recite poems 
wbich are an English writef s nostalgie response to his landscape ... They 
sing of the kauty of England and of the changing seasons and flowers - - 

~lthou&~*%& wa ~hi&o was rcferriog to Kenyan schods, it is stiil of relevant 
instruction to the Ugandan schools particularly those which participated in the study 
whose iibmies were predominantly stacked with more =source matenais on foreip 
culture than what was indigenous. If at al1 the school cumculum still claimed to be 
perfodng the responsiality of developing and preserving culture, one may wish to ask. 



whose culture is it preserviag and whose culture is excludeci and rernains endangend and 
why? 

For Obedi, a policy maker, the cumculurn does not marginalize cultural 
knowledge but teachers have lacked initiative and creativity in their school aod 

...for us. for hguuge, one of the objectives Lr to shope the rrttlrrttltUcj;es of the 
chikùen and nmmdly the traditioml stories that me in here are toi2 by the 
granLij;itlothers - literury- In other words. f m telling iny children that 
grQndhtOtrha telk - Idont say the teachicr told this story- I say "Once upon 
a rime, we sai by thejtre side wuï our grîmhwtrher told us ABC" In other 
wor& I rn saying to the chiidken that gr-ther can tell you a story. It 
is true that ourteacks have not been resourcefil enuugh to ükrah~ useficf 
people on the villages ... to come and help schools which could be possible. 
m; November 6,1995l. 

Obedi exemplifed with his owa experience how local communities were an asset in 
implementing the cultural aspect in the ciimculum: 

ln fact I hod a school where 1 was genuinely interested becaure I war 
ediicutedthere* my ABC ond went tu help anù build it. Bur we wanted to 
s t .  o trode of backcIoth making, we had to invite somebody fiom the local 
enviionment - the locality who hod this ski11 of W n g  this bock-doth and 
he helped us. And t k n  we wanted somebody who could play some Afncm 
instrument9 like Endigidi, Md&. And none of my teachers knew how to 
do t h  or even how to niaRe it and there were sone people who did, Md we 
invited them. But the question comes, hav do you remunerate them? PM; 
November 6, 19951. 

According to Obedi, societal changes have monetarized school-community relations to the 

detriment of cultural resowce exchange: 

... where 4c in the part, and I on taiking about 15 yems a go, these people 
would come and say well, it is a pleosure for me ?O reach y w  children to 
maRe ABCs. These days, every effort nwst be paid. Goverrunent is even 
retrenching teachm. To tell it now t k e  is one 0 t h  person that you wîant 
to pay it will be dlfPcuIt. But I t h i .  if the teaeher wcrr resourcefu, 1 I n  '? 
think thut he wouùi fail to remmerate wch a person. Because for me if I 
war a heclllinoner. lcoold cvcn o r g a e  a local concert for people to come 
and contribute even 50 shillings..[PM; November 6,1995l. 

Members of the community have not ban intepteci in the school community. They are 
viewed by the policy maker as a source of talent whkh should be tapped by schools. He 
further suggested that schools could hold music concerts to raise money from the 
community and remunerate it to guest speakers from the community when they come to 
&are their folk wisdom with the schwl community. It wouid be good to appreciate such 



gestures by the members of the community who sacrifice their t h e  to share their 
lmowledge. Nevertheless, remuneration should oot be the basis of community-school 
interaction. It could k true that where the commuaity members may not wish to ask for 
remuneration could k fdsely anticipated. It would not only te part of the 

commodifiction of community-school relations but also of culture itseif. The 
relationships betwten the school and the community should k buiit on values of shaiing 
resources. coaununity buiiding, compassion and solidarity d e r  than reâucing them into 
monetary calculations. These wodd allow the flow of community iateiiectuals and talent 
into the schwl and vice versa, without fences. There stiU could be volunteers who 
would like their wisdom shand without pay and tbese have not k e n  f d y  utifireci. 

1 was sharing my fied experiences with George Lmde, a Canadian senior citizen, 
on the Thanks Giving of 1996 who had lived in Belize for some time. When he lemt 
from me that almost al1 the schods in Uganda wen fenced, he told me his history. When 
he was living in Belize, he found himseîf'one day looking for the mayor of the city where 
he lived. He was told that the mayor had gone to a certain school where he decided to 

foliow him. On reaching the schooI, the mayor and a few other plicy rnakers and school 
administrators were supervising demarcations of a fence to be built mund the school. 
George Lunde askeâ them: "Are youfencng me insi& or outsidé? niat was the IPstpole 
that wcrrpkànted," he concluded. 

The culture of the local community which students and their parents produce 
work with is viewed in large pari by the s c h d  as inadequate so that it needs to be left at 
the gates of the school. Their culture is deprived and the parents are inadequate in both 
mords and the skills they transmit which is evident in the way they aie marginalized in 
the school setting in favor of the examination orientecl cumculum. The ethos of the 

school is not even explained to the parents but imposed on rather than intepted within 
the content of their wodd. In due course, this has idenmed the student as a member of 

the school but as a separate individual detached fmm the community and the family 
(Bernstein. 1977). For the parents to feel adequate and confident both in relation to the 
chüd and the school, the contents of the leaming in schml shouid be drawn much more 
from the child's experience in his family and community. This wül enable parents to 
participatein the school processes even by directing their attention to the deficiencies of 
the school instead of the school alone focusing upon the deficiencies within the 
comrnunity, family and the students. 



6.5. Preserrice/iiserrice and commonity àevebpment 

Teachers aiso presented some interesting insights on the kind of knowledge, 
ûeliefs, and attitudes they tbink they acquired or shouid acquïre during their professional 
preseivice or inservice preparation tbat wodd help them participate in c o a ~ u n i t y  
developmeat Some of the views wen sougbt f m  teacher educators and ofirCais in the 
M i m q  of Education and Sports to correlate them with those expressed by teachers. 
Mpurikize wbo is a product of the Scbool of Education was asked in wbich way his 
expsure to the masters degree program helped him to acquire skills and attitudes in 
dealing with nnal communities or marginalized urban groups of the poor and his 
response was: 

ldid not see in the program anything thut was either rurd biased or caban 
biused. It was more or less a g e w a l  course, picking both the naal ond the 
wbm comrmmities. Secondly,she time for it in this counny is too short to 
allow M ideptth undhstrmdig of our problems. So I think that at the end 
of it ail we may not be a d e ~ e l y  equipped with this progrmn to deal with 
certain situatiom. ... because apartfrom the time for enampie when I went 
to collect dota for my dissertution 1 don'r see ony program in the maters 
degree course w k e  we engaged oraselLes with the naui comnuînities. I 
didn't see t h .  Nor even the wban slunu: Isaw none.nR; September 16, 
l995]. 

In a focus grwp discussion, teachers were of the view that teachet education program did 
not help them acquire skilfs and attitudes in deaiing with rurd communities or 
rnarginaiizeâ urban people: 

Ruyonga: I did not meet it mrywhere in my naining. And l &nV have it. 
Kugrima: It &pends, 1 think t k e  wpi t h  component in Sociology of 

EduconOnon. 
Bwengye: But it is not practicd. Because we only &al with reol parents, 

these other peop1e.W; August 4, 19951. 

However, a minority voice acknowledged Sociology of Education to have had that 
component, aibeit Bwengye chalienged its practicality in empowering a teacher to ably 
participate in cammunity development activities on the basis of that acquind knowiedge. 
According to Mpwikize, 

.... Our system at the moinent still removes the students from the rurai 
sening. We ore erhrcated as isolaes fiom the MO1 comunities olthough 
the major@ of us cornefmm the naal ateus. Its O contradiction reaUy 
September 16,1995]. 



He went on to say that 

... we are not &fiberare& educated to be r e m o v e d m  the commwiities 
fiom which we corne. It is aec~n tu l .  ... Thc e&ctatiun system does not 
&libermely atm at remving us- out corrrnLUniIUties. It simply happem 
as un accùknt. It ismt i n t d d .  Because we expect of course to go back 
Md serve our CO--ties. IkO we simpkyfind we c m  mt go back. ... we 
are removedfiom the d corrmurm*ties accï~d& m; September 16, 
19951. 

Mpuribize added that 

If is not out intemeon th41 we should not go back. BM rhr system we have 
had hm net preped the country side to nceivc us. Becaurc up unti-2 this 
time, govenunent has been the chief enrployer and we have oftcn been 
prepated fm govemment jobs- Our prhate sector har yet rwt taken off the 
ground because one WOUU expect that the private sector is w h t  uciually 
penetrates the counhy side. So the job &et tuas been limited to the 
govemment ... civil service jobs Md the like m; September 16. 1995). 

Mpurikize concluded his argument that 

Becme ai the end of the day. you would want to go and b e l o p  yourseif 
ut home in the country and ifyou con have more people trained in the 
system date2oping themsebes at home, yuu will m the end of the &y have 
heloped anù improved the counzryside. What hqppens todoy? When you 
have had a job in town you w ~ t  to build a small house in town for rent. 
You don't build this house in the country si& because you want to gef 
money to impove YOM income. m; September 16, lm. 

According to Rakeri, 

... 1 wos going to ask, now &es it mean that the problem is with the 
e&catbn system? ... Bur 1 don2 blmne the eckccaiion system. I bl' other 
factors like the economy, the political attr*tu&s Md that kind of thing* ... 
the colonial system of the '60s wos promccing people who were mostfy 
interested in naal mear. Andow w d  meus were a lot better thun they me 
todzy. lkre  w a e  shops ... booniing up in the villages. And the educcltrion 
system h a  not changed mr inch. It is still the same - the colonial educcrtr*un 
system whiclr produces people for white c o i b  jobs but those peo le were 
staying ln the mal mem. Why weren't they moving from the rut a f  meas to 
this w q ?  Why war a teacher in 1 %Os more respected in the rurd meu than 
attwchertoday? So the educatton system hm mthing wrong. It might be 
h i n g  something wrung but to b h e  the wble  a i t  is being too unfair to 
this educution system m; September 16,1995]. 

In spite of the views expressed by Mpurikize and Rakeri that the education system was 
more or less innocent, the Government White Paper (1992: 60) 'acknowledgesw the 

inelevanceof the "existing state of education at secondary level" and in generai when it 



states that: "the aims and outcomes of secondary school curriculum are not in line both 

with the aspirations of the -dents and the needs of society in general for development" . 
The fact that Mpurïkize admitteci that people in the education system were treated as 
isolates in their l e d g  without relating the learning piocess with the wider community 
in itself was uprmting and detaching the individual frwi his or her mots. The view that 
products of the education system were dependent on govemment employment revealed 
how the education system was inimical to developing intitative and self-reliame among its 
graduates. The rural poor who conlnbated to the education of the eiite now living in 
u b a n  areas were humui capitai brain draineci fmm nual areas to urban areas- The rural 

As Raken has argwd, the rural areas were attractive to the educated in the old 
days because there was some degree of modernity and affluence on the part of teachers. 
The educated continue to run away fmm harsh life in rural ereas. When the villagen 
follow suit, the cadre of policy makers get alarmed and condemn them for rushing to 
towns aimlessly. Rakeri also was of the view that rural areas were "not preparedn to 

recieve graduates. Who shoold prepm the rural areas for graduates? Who prepares the 

mral areas to accommodate the masses? And who should prepare the rurai areas to 

receive elites? If it were not deliberate miseducation, probably the schools would be 

organicaiiy integrated in the local cornmunities. Mpurikize seemeâ not to be aware of the 
subtle ways in which school operated through the hidden cumculum rather than 
accidentally as he was inclined to believe (JVew Intemationalist, lm; McMurtry, 19ûû; 

Yeaky, 19û1). 
The worldview held by Mpurilrize and the kind of development strategy he would 

like to pumie for the development of his community is reflected in the kind of d e  
models and their achievements. According to him anluence is a precondition for an 
individual in order ta contribute to the development of his or her community: 

It is the new faors  which have corne in that have actually hindered the kind 
of devclopment thm we would want to take place. ... in foct even when you 
look at it taby,  you willfnrd that the people who orc aetrrcrlly afluent here 
... in the wbon m a s ,  they me the people who have bought lcurd up country, 
who have got big fmmr up country and so on. Sincerely this is what you 
see. Even ifyou muy say they don't fiequent the CO- side like that, lhey 
h ' t  eciircate theV children here Md so on but stiU you find that it is tkse 
people who have the means, who have the econonuk meam who c m  go ond 
improve the CO* side m; September 16,1993. 

In bis modeniization orientation, he does not see any problem with abseatee landlordism 
as a mode1 for community development. He klieved that landlords contributed to 
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development although such development strategy is inimical to other madest alternatives 
to sustainable development of a community without such mega capital projects he was 

thinLing of. In other words, he was waiting f u ~  to accumulate capital. The inequalities 
and poverty that go hand in hand with modernkation did not seem to occur to his mind. 
According to Mputikize, displacement of the poor with big specialized farms pmbably 
produchg flowers. coffee or soya beans on the m a t  productive land for expart when 
people are dying of both visible and invisible malnutrition could mean development 
(Seabrook, 1993; New Internationalist, 1983; Bamt and Browne. 19%; Mamdani, 
1984). 

Mpurikize alsa believed that miseducation that nduced the majority of citueas 
into failures everyday for ail these years was accidental. Such an "accident" as Mpurikize 
stressed and emphasized does not sound entirely appealing. Rather, the school 
mechanism both the formal and the hidden curriculum, in subtie and overt ways, prepare 
studeiits to be detached and upmoted fmm their communities. Consequently, pioducts of 
the education system become defendea offoreign culture and penecutors of folk ways 
and the local communities in effort to make them "modernw but devoid of any meaningful 
just and sustainable development. As fenced enclaves, schools have not preserved folk 
widom. Mpurikize's conclusion undecscored the point when he stated that: "My feeling 
is thot ... I do not see how we can recall the w q s  of life of o w  ancestors. ntose me 
gone". Yet, it is stated as part of one of the broad aims of education that it is "to promote 
understanding and appreciation of the value of ... cultural hentage" (Govemment White 

Paper (lm p.7). The White Papex rernains ambivalent on questions like: whose culture 
are the students inheriting through the education system? This is not to Say that 
borrowing and interdependence are down-played in the name of self-sufficiency although 
interdependence should not undermine ~e~reriance and m a t e  dependence which has 

been the case. 

In an interview with Somya, a teacher educator, her views w e n  sought to 
establish in which ways the School of Education and secondary schools where its 
products go to tcach participatecl in community development. Her nsponse was: 

We don% not ai o r g a n i ~ i o ~ l  level. M i b e  individual people muy visit 
those places, they men have relatives in those p k e s .  But as an institution 
we don't have any S U C ~  establishment neirher do we enùèayor ro create 
ony.DE; September 20,199q. 



Somya, a teacher educator, noted that there was no observable interaction going on at 

"organjzztioltOllevel" between the School of Education and the local surrounding 
communities. Regarding scccmdary schools interaction with the local communities where 
these schools are located, she advanced the argument that: 

You dont expect teachers on top of the progranas t h q  have in schwl Md I 
meon if they c m  ger in touch with the chiùàken's v e n t s  and other people 
comemed with them, it is not their obligmion MW to extend this concem to 
the rest of the community. I mean once they are not &ding with their 
chilriien it becornes very dif/icult. How do they begin? Unless tkre are 
partr~cuùuprogrcpltsmguniCtedby the schools &inistratively to give a talk 
to the community at comntunity b e l ,  I dont see how you expect indn,îdW 
teachers to go to tu& to the rest of the community and do a &elopmental 
job. It is unfair. ... I don? think it woulù be possible either. 7ne work 
they have in a &y, take a boarditzg schoolfir eunple. mere is almost no 
fime to uttend to outsiders, apanapmrfom muybe the patents of the children 
September 20,19951. 

Sbe went on to explain, 

Because when you me  in schoot you me supposed to be teaching W n g  t k  
day. at night you me supposed to be responsible for the chilben in a way 
and over the weekend you are still mpposed to be responsible for those 
children because they are under you. When they are ut school you are 
supposed tu protect them. I don'? see how you eirpect the same teacher with 
al2 those duties to extend his concems to the rest of the comunity. It is not 
his duty.m; September 20,1995]. 

According to ber, the school shouid have nothhg to do with the rest of the community 
except those few parents who can send their children to school. She contended that 
community development does not fa11 under the teacher's speciaiization and therefore the 

community should be the nsponsibility of other people: 

ïïwse ones it should be otherpeople who should &al with them. You sec 
we have divided lubor in this country. You know speciuliurtion and 
teachws are specialized for u different kind of job altogethe r. l'?me me 
people who should taRe c o n c m  of whclt you me talking about. Peo le like 
NW's of dif/erent ccrtegories, thot is their job really - to go m>d {nd out 
needs of the community Md nicrybe try to provcde for them. But it is not for 
the teucher - certain& not. Zt would be most unfair to q e c t  him to extend 
Lis  concems Md whcuever m; September 20,19951. 

Asked whether it partiy explained why the pmgrams offered in the School of Education 
did not feature a component of carnrnunity development, in @y she said: 



1 think i z  is because you erpect that one will be handled by some other 
people. ... Like some times we get invitations from UNICEF, rhey corne 
tu us here they would Iik us to go a d  cany out certain reseatches we go 
und o f f i  such services Md l befieve ifthey went to s e c o ~  schools and 
&d these teuchers to avail a iinle t h e  outside their heavy schedules at 
school, they mght get tha~ hput as weli. Whet I onz nying to say is t h  ir is 
not theirspecialty to hcaidle t k  comntunity.~; September 20,1995J. 

I posed the idea tbat if teachers ot Somya initiated a project in m e  of the surroundhg 
communities iike Katanga slums and sought fundiag rather than waiting for UMCEF 
fint to appoach them this wodd be progressive. This would be bottom-up appioach to 
identifying problems by involving the beneficîdes. Similady, if teachers coilaboratively 
identifieci a problan with the aected bemfciaries in the cornmunity where their school is 
located, focuseci on it and sought funding as researchers still would be a positive change 
in the current outlook as far as teacherls involvement in community work and 

development is concemed. To these views, Somya's response was 

No. What i think is thar it should be the other way round. It should be the 
other people whose concens are partrpartrcuhr[y those ones, they are mmally 
~ u i n e d  and, you h o w  - they have sociologists, and they havs social 
workers and they me the ones who me r e d y  specifcally tmined to handle 
the community and community problem. ... Othenvise, it is not the 
teacher's concern at dl. The community is not their concern. It is the 
school and the immediote people that ore comierned with the school and rhat 
tr the parents. ?latls why we have PTA. II stands for Parents Teachers 
Associutïon.~; September 20,19953. 

Since this tacher educator believed that secondary schwl teachers should confine their 
interaction to parents who bad children in that particular school it was considered 
important to find out whether she believed that in the case of teacher preparation at the 
univers@, only parents who had children in the Schaol of Education should k integrated 
rather than having in mind the entire saciety and her view was: 

You see when yuu come hem at the Unntersi~ level, there me a number of 
depcutments - different ntpctrmtents. vyou  go to the faulty of Social 
Sciences thuî f d t y  is reaily tightfilly M i n g  with the commwrity. So, 
they are the best. Ifyou wtzrat to tacMe communiîy problems you have a 
hunciired and one cfthem rhem you seek infofmotioon j h n  somebody from 
that faculty they me the best equipped tu hrrndle those problerns. 
September 20,19951. 

Asked whether she was awan that some educational problems were king nsearched by 
people in the social sciences, her view wax "Y es, because .... you find thut people today 
are doing things they me no? supposed to do simply fur other reaons. ... Monetury, 
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monetay issuesR Robed further whether the people in education did not want the money 
that she klieved was the major motivating factor for those in social sciences to research 
into problems in the domain of education, her response was: 

Becme they haven't come to us. But what I am trying to say is that, 
unless you flnd a problem being rrdvertïsed in the mas medur Md you 
respond and muybe you wtiie a proposof ond give it tu the University 
Resemch Griants Cornmittee in t h  Clnnersity fo th d o !  your m a  if will be 
d i f l d t  to e~ab2i.h a problem in Kivunr. I will nut estublish the problem 
by going to Kivuru. r t h e  people of K i m  have a problem, ifthey come 
to me I will k ready to come in. What I a m  saying is thai the community 
should be sensitized to approoching these vmious bodies.[TE. September 
20,1999. 

Asked who should sensitize those people, het response was: 

WelZ the people concemed with these social work and sociologists and 
whutever, the N W ' s  - its their duty. I really feel cheated thut you 
should be usùing me questions concerning the comnrunity 
because it is rediy outside our concem. ... As l wm swing that 
problems, when they me idenried, I mn saying this because I want people 
to seek those w h  they think can solve their problenrr. We educationists 
k r e  me waiting and ifyou come with an educationaf problem I donr see 
why I shouldn't attend to you. But I am not going to come to you to fUid 
out w h t  yourprob[em is. (emphasis mine) m; September 20, 19951. 

This view is not beld by Somya alone as this statement of another teacher educator, 
Kadari, stateâ: 

Universiries don'? go to tacWe problemr of villages. The policy mukers do. 
They usk consultancy fiom the University. So this serves as a conrultancy 
real&.vE; September 18,1995]. 

These are very stmg attitudes and beiiefs which are deeply rooted not only in the minds 
of these two respondents but in the systems policies. For instance, it would be 
interesting to ask how much of the university budget goes to community service in 
relation to other sectors. However, these views expnssed by teacher educaton are not 
per se generalisable to the entire faculty SM of the school of education and, indeed, the 
test of the teachen. Neveaheless, these views are shared by a signifcant majority. The 
view that those who have the problems should come to the "expert" or "consultant" is for 
instance typical of the medical profession, where patients may travel many miles to look 
for a medical person, and other professionals like those in the legal profession. Do 
policy makea who have passed through these tertiary institutions act differently from 
their mentors in sucb educational institutions? 
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Hence teachers are not any different from their mentors. Schools are not an 
integral part of the communities where they an located. There is still a long way to go in 
order to achieve some Ievel of integration as Bwna, a teacher educator, testifM: 

Okay we redy  trmn teochets- Thc teackrs in the Fld who taught me . . . 
the ikstitun'on is an &Cand&orcedfrom the community. Acru~lly for me C 
&nVt tqxct you to arA me aaytrhng about the school rmd the community. I 
don? ... knuw what I an supposed to &for my communiry. But when 
you go out of school or in sodety md t k y  kunv tharyou me a teacher you 
see people tqectiing you to k an Resihitance Coimcil representQtive? people 
me enpecting you to speok out for t h  this and the 0 t h  And we l e m  
these w k n  we go out but we have nothing to do with it when we me in 
school andin nmning ITr; September 20.19951. 

Teachers who participated in the workshop that was concluding this study's 

fieldwork were of the view that the issue of schools being isolated islands can not be 

resotved by the mere opening of their metallic gates but by transforming the whole 

concept of the rnetallic gate. Participants argued tbat opening of the meWc gates should 
take place concumntly with the opening of the gates of people's hearts that cumntly are 
closed to the sumiundhg communities. The following excerpts from teachea' group 
exchanges rnakes the point more vivid: 

Tr A: " Llnuilly the rnetallic gares me fur secu~?*ty " 

TR B: "As O recommendation me I would suggest thut we luosen the nuls on our 
gmesn 

TI Cr "nie question is not with the gote but with the principie of htero~n~on" 

Tr D: "You are no? meaning the meroUic gates literury ". 

Tr B: " Yes. I mean h t h  the metdlic gates and o w  hearts " . 
Tr D: "Sometimes men the community mound you might be negative. For euunple 

when you corne wt mdgo to these local bars d y o u  wcmt tu t h  this tonto. [ 
local brew] they srmt urying "Acnr~ll@ Actudly has corne, A d @  har corn" 

Tr C: "But you see they look at you as sorneone who has joinrd ~ 0 t h  section." 

Tr C: "There is very limited interaction with the convnuniîy because of k k  of attitude, 
there is la& of commolLalties* 

Tr A: "Anà whose &y is it tu bidge that gap? " 

Tr C: h would be you, but you me less interestedm [And the rest Inughedh 



Tr E: "Bur that group might be expecning somethingjmin you. niar group might be 
qec t ing  something jkm you but you don't have muney. 

Tr C: 'But huve you comi&ed the time f a o r .  k k  of tinte, k k  of money t h  keeps 
us on our toes Zooking for mntival-"[Participants Workshop; Nov. 12,19951. 

The view that "villagers" regard people who have gone to school as a tnbe of eütes or 
"Abacîudly" is based on the beliefs and attitudes that are consistentiy portrayed, practiced 
by teachers and their English speaking enthusiasb. Whea speaking hglish,  many 
people tend to habitrially mention the word "achiallyn and the villagers picked on it as the 
identity of the elites who may be spealring to "villagen" muing Engiish and mother 
toque or who use English when ba~kbitinglde~sing or to exclude the other penon in a 

conversation whom they cal1 "Omunyakyymo * or villager but derogatively used, with a 
connotation of backwarâness. Hence, at thes ,  the villagea do not mix al1 that fraely 
with mch people or for that matter teachers. The villagers dso tend to deal with such 

people with caution (Faster, L%7). Inwardly, the teachers are also envious and jeaious 
of the well to do elites whom they believe "have forgonen us" and are "eotngalone" - not 
that the majority of the teachers totaiiy reject the social structures that sustain inequalities. 
Teachen could be categorized as impoverished elites who have been left out by 

mainstream modemization. Their sentences are punctuated by "actually*, and this has 
earned them, and those who have gone to S C ~ W ~ ,  the name "Abaactualry". This portends 
a structure of potential conflict which in some cases may slide into violence between 
those who have gone to rhool and the masses who feel they are despised and are a target 
of exploitation. 

One teacher in a focus gioq had this observation to make when I suggested that 
teachers should view the local community as their joint partnefs in the stmggle to rnake 
society a better, peacefid and harmooious place to live: 

You saià that we should work fogether or collectively. But we me dbided 
according to cùzsses. We have got indiviciulism. Hère we huve dfferent 
societies which have different beliefi Fint of all there is a common man, 
there are &O those ln the midde, cmd then me 4LFO those on top. ... this 
business of wotking together so thm we con taise up out grt*evees ... is 
still diflcult because we crrc dividèd on social basis- One is O cornnon man. 
for me I am a teacher - no? taken as a tectcher in this loculif~ but a lemned 
man. men there is my boss possibly he kunvs mure and k r e  there h a  
been the business of poZiîïcs - all those-m; August 24.l9951- 

Tbis also challenges the possibiiity and success of social integration of the elites and the 
masses without serious effort to tackle the pillars supportive of the struchiies perpetuating 



social and economic inequaiities. The unequai power relations seemed to be inimical to 
any meaningful interaction and participation of the p r  masses and elites in national 
development Coh, 1986; McLaren, 1989; h k e ,  1970; Apple, 1983). 

In an effort to syncbronize schooling with the comrnunity, the introduction of 
Community Service Schemes wss to be enhanced by vacational education which was 
viewed as more fmctional and a backbone to the development proccss of the country. As 
it has been noted elsewhere, vocationaiization was not viewed by some nspondents as 

something new in Uganda as this policy maker observed: 

Rabbi was appointed to muke this commission. One of my contributions 
war that many of the meas of coneern in education that we see to&y are not 
- we me m t  inventhg any wheel. These things have been t h e  except ihaf 
they have failed in implementation. When you look at vocationaii~tion 
people talk of voccttionalio=ation as if it is a new idea. It is not. I was 
reading a letter, one of the emliet letters rnissiol~~l~es wrote ro our chiefi 
here ut the close of rhe 19th centwy and they were saying to these people, to 
the chiefs - you send your chiI&en to school we s h d  send our young men 
to teach fhese childien of yom the beauty ami Mtes that lie in the soil, the 
beauty of the nees. and so on and so on. Now this i&a of tearhing the 
M, of naining the hand for the manual skiIls came with these people. 
' I h q  raid we w a n ~  tu give the three Hs', the education of the Hemt - to 
them religion. the education of the Head which was the intellectual part of it 
and the education of the H ' .  But as time went by these things fuiled. 
And 2 think ifone hud to make new resemch, perhaps one wouldjust make 
u research into why these things failed - not that these things have never 
happened in this c o u m .  [PM; November 6,19951. 

The view that the idea of training the hand in manual skills came with missionaries and 
other foreigners is false. If it were m e ,  Afican societies would not have survived 
without manual skiiis. Even cumntly, it i s  indigenous subsistence agriculture that feeds 
and nuis the economy of Uganda, including debt payment. The Lind of failure Obedi 
meant in implementing vocationalization is inherent in the following nanative: 

2 7 ~  National Curriculum Develo ment Center started this Namutamba 
project which a k d  at ~ a î n i n g  chi & en's skills. manual skills. Md shaping 
chiUren's attitudes towatds the dignity of iabott Because whereas befure 
people thought that digniry WQF aiways d only I oflces, the Nmutamba 
projecf was scxyi0ng dignity cm k fou& in the field whm you are growing 
whatever, dignity cm be fou& in any workshop. dignity can be found 
anywhere where you c m  get a job which c m  give you some money to live 
on. And this ir something we are very proud of which the NCDC 



pmtic@ated in ow attempt to fu lfill this y n .  PM; Novem ber 
6, 199SJ- 

Robed on how farthe Namutamba project went, Obedi explaineci that 

... ft did go quire fm because we started with a teachet's collcge. We stmted 
wïth one reachet's aPinng college and a few schools mounà. But it failed 
becme itlacked intet-govemment support. Becuuse if [am going tu teach 
my chilran that f a n g  is good rmd lequp t k m  with fanning skilk at the 
school, when they leave schwl, they shouIdgo out of school to find [a] that 
there ik W, but the Ministry of education &mlt control hnd. So inany 
of them wmt out with all these skr'k, eager to utilize them but found thut 
they did not haw lrutd- But men those who fowid lam& the marketabiliiy of 
thuse crops bec- d i f ld t  becme the r d  were not there. So m the end 
of the &y they producedfiits, crops but because they c& m t  sel1 them 
in the nght wuy, they put them by the woy side where one or two motorists 
p s e d  during the whole &zy, a d  these people looked at these crops and 
they bought then ut very ternoble pnCes und ut the end of the dày these 
chil&en said dthough we huve the skill, there is no fuMe in this. So they 
nu! back to Kampala or to t o m  which wus unfortuttute. Wre we fded  1 
think is lock of intet-ministerial srcpport. ... nie ministry of education did 
its part, but for our part to k successfully accomplished, other ministries 
should have corne in.lpM; November 6,19951. 

A plethora of views which emerged from interviews with various officiais in the Ministry 
of Education and participant teachers also expressed pessimism in the wonders of the 

new zeai vocational education is assuming in policy documents. The way knowledge is 
ranked, distnbuted to selected members of society and how those who have it are also 
ranked, remunerated and treated in society unraveleci a contradiction that did not generate 
adequate good will for vocational education to be a successful project. Another policy 
maker, Owiny, revealingly noted that 

... when we look at the basic divLsiorzs between the rich and the poor we 
a b  corne to realize thut when we talk of the rich there me the people who 
sit in the oflces, who &ive nice cars. nie poot me the people who work, 
sale s W  items to muintain th& chikaen in school. This is also being 
projected in the kind of subjects we OB. Chil&en of the rich think that 
any subject whiclr hm got to do with nuuucal work is for those who are 
~caciernically handicapped, things like these technical subjects, to do 
woodwork, no no no. My faher c ~ n o r  allow me to do that - Home 
Economics to go and cook and so on. You find thor the govenment is 
saying we have a lot to l e m  from these vocational subjects and as Q result 
we are going tu emphusize it to ail our chikiren nght from pn'maty school 
rich and p r .  Thot they huve got to work witit their handr. In thar way the 
son of the poor shares the muking of a mat with onother son of O rich man. 
The gup b e ~ e e n  the two begim to be brUlged in the classroom. And we 
also & reufize that in out education system schools with a lot of facilities 
were doing well because we were doing exomr at the end of a pen'od of time 
- seven yems, four years. We me sqing this hm uùvantage for a Iirnited 
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number of people. Why cm'? we look at whrn these &&en me able to do? 
[PM; October 10,199SJ. 

This pdicy maker believed that negMive attitudes which hold vocational education in 
contempt have undermîned its success. The view that those who areacademicaily 

handicapped sbould be the ones to do vocational subjects does not make vocational 
subjects attractive. The status and the econornic retums that accrue from vocational skills 
do not bring those with such skills any neam to those people who wete lazy iû voçationai 

subjects but now sit in prestigious offices where they are better paid. 
Anothet parailel view which emerged indicated that commissions in the past and 

the present have prduced reports giving the impression tbat the issue of relevance of 
education in terms of vocationalization featwe pmminently and yet litüe has been done. It 

is teflected that education should be vocationalized so tbat children from mral areas do 
not emerge from this academic-oriented cumculum to become misf~ts in society. But 
apparentiy these reforms end on the shelves. Rofessor ûjok was asked what he could 
attribute it to and he elaborately explained that 

nierc me two fuctros: one, the people who me requested to implement such 
programr do mt believe in ncch p r o g r m .  ... To them what is important is 
academic education - full stop. You will find the majoriv of al1 these 
minisrers, professors, und so on, they donlt want their chilbken to 6e taught 
alprrlPrrcuIture, keeping cattie - no. Because t h e  huve corne to believe that the 
bëst type of e&atron is acodemic. That is the mjor problem m; ûctober 
19, i99sJ. 

He went on to say that 

... In fuct studies h e  been done NI Afria why certain reforms even in 
govetnmeni. not juct in education have not nrcceeded and they have founà 
out thut the major stumbling blod ate the civil servants themselves. They 
donlt believe in them, when they don't believe in sorm of these things, they 
donY take the things setiously. This recommendation about pructical 
education or the vocatio~lization of education did not stmt in 1903, it 
started in 1925 - the Phelps Stock Comnzission Report. DEfnitely that is 
whcn the idea of practcd oriemed emtcation or rather education should 
refect the values and tradtions of life of the people were put there. But the 
problem as I said was that the peo le who were meant to implement this 
never believed that this w w  good e d L  cation. îh t  is one major reason why 
the thîng has b e n  foiling m; October 19,1995]. 

He also dudeci to the legacy ofcoloaiaüsm that 

... whcn the colonial m e r s  c m e  they looked at everything Amm as 
buckw~rd Md primitive, so when they introduced schools, the people 
acceped fhem ... But when t h q  talked of @cuLture it was not welcome ... 
they suid thai is what the mjority of us huve been doing and we are 
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primifïve. ... our chiben shoulii leam the kiid of things that white chil&en 
are &O leami~g. ...y0 u saïd we me backward, we me primitive so why 
shouId we &am sornething abwr out primitive üfe? We should leam about 
whar madc you great. what d e  you conquer us. ... the white chiId'en me 
never tmght this ". m; ûctober 19, lm. 

The commonly held view that Mncans "rcsisted Westem culture and civilizationn and 
therefore is one of the reasons why they are bacbard seems to be contrary to what 

Owiny has advanced. Couid it be that then was over-embraciag of western culture 
without regard for the good inâigenous culture would have contributeci to faciiitate 
development? Mbowa (19%: 88) has also noted that "(tlhe people came to despise ali that 
was their own [culture]. Since their colonial oveilords punished them with manual labor, 
the natives regarded manual labor as demeaning rather than as useful social activity; in the 
ps t  colonial independence era such an outlwk still prevails." The rnentality of regardiog 
practical education with contemp was also aired by a tacher, Musoke, as foiiows: 

Let me give you an wunple. Som parents, espcially the children of the 
elites. when then. sons put their choices at Makerere Universiîy and they get 
two prhcipals of BB. then the Minisrer will corne to the Principal of the 
Polytechnic -eh cm Iget a place at your technical. So for him even the 
m0tude is wrong. He thinks about technical educmon when his son hcrs go? 
low points. He met thoughr about it until his son got weak points. nien 
the Pnncipclr arks them thm who toldyou t h  we tuke people üke this - and 
they becoine q o s e d  m; August 4 199SJ. 

... we have rwt M a lot of success in vocational subjects ...because they m 
very expensive to maintain. Ifyou look at technical subjects, they use 
peristtable i tem Md these perr's?tab& i tem me very ,very expensive. Ifyou 
take an eumrple of woodworkyou have got to get timber ond timber is very 
scatce d expensive. Morcover when a stuâènt wotks on a stod like this 
by the tinte he reaches this stage, he has destroyed so much of the timber 
and so o n  ... Ifyou look m equipment, ... e&crnrncify for the machinery Ilvrr 
is very eapemiw ... to sustain these departments ... In uddition. people 
think thut it is a dirty kind of work You use a lot of energy. you sweat, 
you becorne dusty and gleesy dl mer. Su people compme with someone 
who is sining in un oflce with a tie anà a good chair Md so on rother thon 
belng in a workshop w k e  things are noisy. I think that syndrome is still 
with us in that we don? look ut the nwney only but we also look at the 
statw of the Rind of occupanon we have. m: October 10,1993. 

To what extent bas govemment given genuine commitment to vocationalization in ternis 
of grades for those who join such institutions, rewards to those with such skills, and the 
general policy implementation process? What is the vote of vocational education 



cornparrd to academic education? in a subtie but instructive manner, the Govemment's 
position on what is valued is clearly expnssed in the foliowing statement 

... The fmai 2 years should ensure adequate preparation for Alevel students 
who wish to punue courses in higher education. Government will provide ... facilities fa training on-thyob and employment for s c h d  leavers who 
arc unable to continue with fornial education (Government White Paper, 
1992, p.63). 

Accoiding to this Government White Paper statement, some students an regarded as 
students who wish to p m e  courses in higher education and amthet category as school 
leavers who are unabfe to continue with foimel education. In iine with the operations of 

the hidden cwiculum, this sribtle streaming ensures tbat 'chiidren of the niling classes 

are educated with the aim of keepïng them in control of society". 
The trend is tbat students streamed into nonacademic curriculum routes are trained 

in the ways of following and s e ~ n g ,  while those in the advanced academic routes are 
trained in the ways of dominance and leadership" (Connelly and Clandinin, 1988, 

p. 155). Camoy (1982) and Bacchus (1988) have also noted a simiiar development. It is 
this latter category that is always expected to join vocationai education which is more 

closely tied to community and rural developmental needs than auy other kind of 
education. However, the policy makers believed that vocational education was education 
for those who were unable or failures as far as expressing their wish for higher education 
was concerned. This has been practically translated iato pctical reality as prducts of 
such institutions enjoy less respect, low stahis and prestige as Owiny cogently pointed 
out: 

The problemr of vocationalizing our education system me two: one is the 
political will. here is a lot of talk that we want job creators but not job 
seekets. Thé best pupils will go to secondmy sch& Md those who have 
not done very well will be arlmimd in technical schoofs, niat becomes a 
policy. Now it is self defeating ifat a polirical fcvel you me making a 
decision whete you me emphasizin this and îat acaùèmic leml the sume 
policy maker is s-g t h  the very &. a will go in for a ponicuhr kind of 
e&cahDon and not ihat one. Becouse it looks as if the other one is not 
vdmble. It is a contradiction. ... How commined me we politically to 
imp1ementvuc~'onal educaîion* The cost may be very high but do we 
have thecommitntent? [PM; ûctober 10,1995]. 

... we look at the kind of c ~ l u m  that we have for vocational e&ca?ion. 
Some of ?hem me rather disnabng in that ifyou look ar technicd institutes 
and technical colleges as fw back as 1991 they did not have any syllabi of 
their own. They simply reptinted the syllabi of City and Gikls - somewhere 
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in tondon. Now as a nati011 we mus? be able to evolve out own curriculum 
for these vucatîioml mbjects.cpM; Cktober 1 O, 1995j. 

He went ahead to propose that 

Uniess we c m  work on the poiitical wiil to yocationaii'e unù the ucrrdemic 
cononihnenl to Ugandrmiie srorn of tkse items so t h  they do rwt become 
ond look very expensive I c m  see that there is no point of stmring 
wmdwork, as f used to be tmght in Laibi, to mcike this kind of joint ody. 
At the end of two hotus of workshop practice, they are thrown und bumt. 
mis is a waste. We must corne out with a design so thut when thts child 
mclkes this joint it cm be utilized somewhere. Let it be ficnctiod. mis  
question of teachcng vocational nrbfec fs to pass O'levei is useless. ... So 
everything thar t&pke in out workshop nuûr k redirected at a p q o s e  
and the purpose nurrt mf odyflt in the classroom but in the cornmuniîy. 
PM; ûctobw 10,1995]. 

Asked whether they found at the inception of the curriculum that the consumers or the 
conmrunity where the schools were rooted had any input in generating views and ideas of 
the kind of cumcuium that would benefit them, the respow was: 

At the moment no. I am being very sincete wirh you. We do not involve 
the communities in the design of our curriculum. We start from the 
classroom teacher and we find ouf t h  rire clussroom teacher is already 
detachedfrom the common m m  who is some miles mvay from the school. 
But we me saying, if1 am doing agricurlnae why can't If ind time and go 
with these kids to the village andsee how they grow b-. But thut mrry 
be another expensive thing which nirry no? fit in our eum*culum[laughter]. 
But lm saying ifwe c m  do that it would be beautiful. Ifwe are teaching 
metal work why do& we go to these grnages and see what takes place there 
Md how these machines and engims operate. We huve not lemnt to relate 
what we lemn in the chrsroom to whut takes place in the cornmunity where 
we live.@?M; October 10,19953. 

Ndegami, a teacher of agriculture in a nuàl located r h m l  said that the schod did 
not have a farm, implements and chemicais to use which made it problematic for him to 
teach his subject. When he was asked whetber the ünd of implements the villagers used 
to gmw food that fed h h  and the students he taught agriculture qualiued as implements. 
his response was, "they me rudimental& inp&mentsw. Asked why he did not take 
advantage of linking the schwl and the community by having agriculhual practical 
lessons in the farming community sumunding the school, his response was, "I have 
never thought of t e  Md Ui cay case, it rcquVes more time thon the s c b l  timetrrbk con 

allow." In his view, rudimentary implements were not advanced enough and progfessive 
for the kind of agriculture shidents are introduced to. Should developrnent only be 
conceived in terms of mechanized agriculture, the b e n  Revolutions and agribushess ? 



However. the inconsistency of govemmmt pdicy statements in their translation 
into practical realities also left many questions unanswered. For example, the 
govemment White papa has d u i i y  slotted in a clause ta protect childreu of those who 
participate in the policy making debate particdady those whose chiidren go to snidy 
abmad by undermining the warild-be-meaniIlgfu1 Community Service Scheme in yet 
amther subtle mamer in the folfowing provision: 

Ugaodan sndents who obtain theuquaii&ations abmad will k q u i m i  to 
underîake at least two months of Community Service Scheme activity 
organized during vacation tirne, kfore  they can be employed by 
govemment or in the fomal private seetor. This will assist them to benefit 
like their counterparts who have done theV education locally. from the 
positive dfects of the Community service scheme; it will also orient them 
towards the new demands of Uganda's Society. However, the Dinetor 
Genemt of Educotion ... may aaust this requirement for any 
retuming student, if he io solified that it is necessary to do so 
without undermining the intentions of the scheme (Govemment 
White Paper. 1992: 24) [emphasis mine]. 

This is in line with the earlier cited statement which claims that those who go for further 
higher education "wish " to do so and those who do not are "unable" and therefore 
have failed to express their wish. Whose chüdren study abroad and why should the 

adjustment be considend necessary, and what should be the basis of the adjustment are 
not stated anywhere in the policy document but left to the discretion of the well rneaning 
Director General of Education. Accordhg to Mangeni, the genesis of some of these 
problems that have kept xhools and community in a dysfunctional relationship was the 

I think it is the bureaumacy. If we look ut what h a  been happening, the 
m ~ c u l a  hm been starting fron O srnaIl number of people - experts in 
quotes. And these experts aencally are the experts in the onces or in certain 
centers rather than those who are right there. Ifwe could go and invobe the 
commccnity simerely speaking we would corne up with a better kind of 
m'culum -practicd andusefil for the nation. BU in mony cases YOU find 
thatyou get a bit ofpeople Kibuli hue, Guy- Nomilymgo you get a fov 
people who you think are a p e n s  and then rhry sit down and then begin 
writir~g a theoretical c~11~culwn and that is wherc the problem is. With this 
White PoperandthCs decentrdi~kn MLing place the most importa# thing 
is actUCI(1y to sit down and be sincere Md rather than îrying to protect my 
oflce or my job we go k k  and see whor is realty is needed by the mol 
person. How & we red& rnake the ~tculumpro-people rather than pro- 
jobs or pro-oflces? That is where the problem is. You see some one is 
sining in the curriculum development centerandbecause he hai goi. ... we 
hn' t  ignore where we me now buî let them gojimther, becmcse they me the 
techmcrats alright let them get those cru& ideas fron the villagers Md 



come andpolish theni so thut they c m  be in a workoble curriculum. But at 
the moment we me not utr*Zi.ing these people and yet they have go? quite a 
lot of reserved RMwiedge whîch c m  help us.ph& October 10,1995]. 

Nevertheless, Bantu, a policy maker, felt that not al1 is lost in vocational 
education. In her view, she said that 

4) the wuy I wrmt to point out, while we me talking about our failure to 
t h  our CUITLCulirm tu the people and to Urregrate oourct~71~culum with tfcm O f 
the comnuuùfy I wmit topoint out thuî at the moment thetc me a lot of youth 
who are doing a lot of work especially w k n  you go to villages on Entebbe 
roadyou wimZlfind English speaking boys making a lot of bncks, muking a 
lot of tiles and selling them. Me I t h i d  that k a sign t k t  we me on the way 
to something. Whm these boys fiil to get jobs or whm they fail tu go to 
high schod ajrer dolng th& S.4 mary of them iuave gone anà started their 
own things. In the villages you find t k s e  young boys speuking very good 
Engiish Md they me selling their bricks, they are in their diriy clothes rhey 
are not feeling asiiamed. Sume of them have put up permanent structures. I 
don'? krow wkther  this is evmywhere but in many parts of the West and in 
mmzy parts of B u g d  a lut is taking place. We m u t  not &spoir.[PM; 
October 10,1999. 

According to Banni, for English speaking boys to be found making bricks was a sign of 
developrnent in as far as adapting school leavers to their communities is concerned. One 
would probably ask: does it require a poor parent to invest in an academic education for 
his child to be able to acquire English to take a job at a bnck making site? In most cases, 
bnck making was taken on after dropping out of schaol. In other words, the ski11 was 
not even leamt fmm school but at the site where bricks were king made, probably taught 
by experts who bave never entered formal classrooms nor can speak English but c m  
communicate in other local languages, and maybe one international language like 
Kiswabili. 

Speaking Engiish without a g d  job might be the bmken dream that bas locked 
out children of the poor masses who had been convinced that investing in the education 
of their children fernained the best of al1 investments (Shultz, 1961). Could it be 
projecting a bad image deducation by contributing to the rejeetion of the imlevant type 
of education by parents who refuse to send their children to school rather than the claim 
that it is because of such parents' ignorance about the v a b  of education and due to their 
own iiliteracy? This could be ûuiy so, particularly when one considers the fact that same 

of the well-educated professo~s h d  fiom very humble f d e s  with parents who did not 
have forma1 school education. This is unWre the c m n t  generation of parents wbo, as 
one school administrator in an upcountry school intimated, have passed through the 



cumnt type of education system. A poor parent would not find it rational and prudent to 

rob the nst of the children of a meal or a piece of saap, medicine, or money that would 

cover haif ofanother child's naked body ta invest in the educatioa of one of their brothen 
up to SA in the cumnt elitist dis-orienting education. In the majority of cases, children 
of the poor end uprooted, detacheci and unable to adapt to Nial lift that thrives on manual 
labor for which at school they leam to develop contempt (?Vyerere, 1%8; Rajabali, 
1993). 

At this moment may wish to ask which community is bridged to the school and 
whicb one is delinked from the school and why? How can they be linked with the 

teacher playing a transformative d e  in this pmcess. "bndging the gap between 
educational institutions and the community to ensure fniitfd interaction between the two 

and prooer fulfillment of the schoolsl/collenes' obli~atioos to the community* 
(Government White Paper, 1992: 136)? [ernpbasis original]. The White Paper recognized 
"forging national unity and hannonyn as one of the national aims and goals of education. 
It was further stated tbat this would imp1y: 

unity between various ethnic groups, social integratim of the elite 
with the masses, evolution of nationaf common values, removal of 
regional imbalances and economic disparities and the democratic 
establishment of a central authority Govemment White Paper, 1992: 6 
[emphasis mine]. 

As long as schools (elites) remain enclaves, isolated and cordoned off from the 
community (masses), preaching and documenthg social integration of elites with the 
masses will remain a suspect enterprise, suspect in a sense that it will be kept on the 

shelves in documents and or preached in political rhetonc to soothe and domesticate the 
public when mai and a c t d  inequalities of al1 f o m  are further reproduced and structures 

that sustain them entrenched - locally and nationally (Freire, 1970: Macedo, 1993; 

Broolbield, 1986). 
In conclusion, one may infcr that the r h a d  and the cornmunity are wt interactitlg 

effectively in a manner that would promote values and attitudes of community-building 
gmnd towatd a seif-reliaut Society based on solidarity. The schools continue to oprate 
as isoIated islands of "civüization" where the community sent their childm to dnDk on 
the fountain of pure knowledge without the input of the co~nmunity in terms of culanal 
values. knowledge and skills that would enhance learning of the students to beawe more 
responsible citizens to their cornmunities and the nation. There is unequal exchange of 
lcnowledge whereby schools are viewed as the custodians of the cherished commodity of 



knowledge. Teachers and policy maken expressed awareness of the unproductive 
relationship between the school and community. In al1 the schoots visited, noue was 

involved in a pmject of any kïnd within the local community based on present and future 
issues and problems of soc5ety. The communities were more or less mere hinterlands 
where the products of tbe school indostry corne for ptocessing. This is not to imply that 

there was no relationship at ail. There was one but it left a lot to be desired, based on 
parents coutributiag money to run the school. The role of schmls in preserving 
indigenous culture of the community did not seem to be talting place as its capacity to 
contribute to nationai development remained disappmved and rnarginalised in the school 
curriculum. The kind of preparation teachen received during preservice and insewice 
training that should have empowereâ them to promote a culture of salidarity between 
school and community contributed very iittle to that god. Teachers felt that they had no 
such orientation to community development which follows that the students who pass 
thmugh their bands do not develop the necessary values, attitudes that would make them 
want to participate in rural development The trend of vocationalhtion did not show 

much prospects of contributing to school and community interaction based on printiples 
and values that would promote self-reiiaoce and self-determination rather than fostering 
dependence. 



EDUCATION AND DEVELOPMENT 

7.1 Introduction 

This chapter attempts to present views on the perceptions of teachers, teacher 
educators, school administrators, and policy makers on education and societal 
development. In particular, the way they considend education to be relevant to the needs 
of societal development and how their responses revealed the kind of paradigrnatic 
orientations in terms of their experiences, views, beliefs, attitudes held were explored. 
Consideration was also given to views teachers held in relation to their contribution to 
the building of a more self-reliant, democratic, just and peaceful society. This chapter 
also tapped the views from poIicy documents like the White Paper on Education for 
National Integration and Development whose main objective is to "make education 
relevant, of high quality and capable of achieving the cherished goals of unity, economic 
prosperity, and genuine independence of Uganda" (Govenunent White Paper, 1992: 1). 

The idea was to supplement data secured from participants' views and observations. In 
this chapter, effort was made to create as much space for the voices of the participants as 
possible so that their views, beliefs and experiences could be reflected as the reality they 
perceived andlor lived. 

The government of Uganda ncognizes and expresses faith in the fact that 
"education is a powerful tool for transfomation of society." As many govemments in 
the South have viewed education, the Ugandan govemment expects education to play "a 

key role in achieving moral, intellectual, ideological, cultural and social development of 
the people in society, as well as the national goals of unity, democracy, economic 
progress and security of ail citizens" (Govemment White Paper, 1992). The policy 
envisaged education to pduce:  

... capable and morally sound citizens equipped with the power of 
knowledge, comct attitudes and multiple developmental skills, al1 that are 
necessary for the rapid social and economic advancement of Uganda. The 
d e  of education in überating people fm the vicious circle of poverty, 
dependence, ignorance, disease, and indignity; and in the process of 



building a self-reliant nation with a sustained independent economy 
(Government White Wper, 1992: 3). 

The policy statements are explicit on what education is erpected to Culflt in the 

developmentproass of Uganda. In the foilowing sections, 1 will explore how various 
participants viewedand klieved development in the Ugandan context to be taking andlor 
should take place. Particular consideration is &en to the nlevaace of education to 

Uganda's development and the contribution of teachers in this devebpment proces. 

7.2. Conceptwlizing roeietaî development 

Like a diamond that looks different from whichever angle it is viewed, 
development bas different meanings to different people of variant paradigrnatic 
orientations. The participants' views reflected a variety of rneanings in this regard. 
Somya, a teacher educator cantended that 

... development can be seen in O very wide perspective tu begin with and 
you cm nmrow it ifyou want. National abelopment for example cm be 
quite wide. It would be unfair for us to go into n~hônuf development as a 
whole. ... what we me concerned with is the education aspect of 
development. And when we either teach or camy out resemch. it is for 
purposes ofpromothg educatl'on. ... where as the promotion of education 
will have eflects which will lead to the deve fopment of other meas fike the 
ecomrny. but for us the prime concern is the development of education. So 
if we were to CU- out any seminars or workrhops and the i&a wos to 
discirss de~elopment~ you wouid find that we would not really go outside 
that area so much. ... develovment defimd at national lmel coukü embrie 
so mmry things. but for us ... 'our major concern is educ~*on m; Sept. 25, 
19951. 

Compartmentalization rather thm a holistic view of education and an expea/specialist 
syndrome that is characteristic of the modernization p a r a d i p  was well depicted in 
Somya's point of view of development. She demarcated clear boundaries of fields of 
study and even the way major govemment departments tend to operate with minimum 
integration or interaction thus undennihg a holistic perception of development. For 
Somya, the mission was to pnpare results oriented teachers in an instrumental manner. 

Although she recognized agriculture as an aspect of development, to encourage 
agriculturists was viewed exclusively as a concem for those who specialized in 
agriculture but not the concem of terscher educat01~ or teachers. 

M e r  perception of development fmm h g p ,  a poücy maker, was that: 



&elopment in Uganda shouId be contatuallied: One mut  tulclerstand thut 
Uganrla Lr a colonial country. We were d e d  by the British untiï 1962 for a 
hundred years. So when we tuik of development, we must disorient 
otuseives~om the direction thut had been set by the coloniaIists. We wst 
move away from un economy t h  w u  &pendent on a few cash nops 
which were dicraed by the colonialists, on foreign manpower. ... we mus? 
move from ksically producing raw maten*& and m the finished goodr. 
... &pen&nt on foreign markets and foreign dictates ... , [II  eqmding 
our rmv mat& &se: ... we must pPoduce more thta the c-e, cotton. 
t o k c o .  coppa as haà k e n  &fined. We c m  t=xport, as we me doing MW, 
... sim tim, crocodile hides,flowers, we c m  expott anything. f2 J We miut 
muin out own llcclltpuwer ?O num our raw mcumuLproduction sectorJPM; 
ûctoôer 3 1,1995). 

He went on to view development fmm the human capital perspective when he contended 
that 

... we m u t  move away from processing to nanufacfunng to produce 
finished go&. Because when you have finished goods you have more 
value. But in or& to do thut we ncust a h  train our manpower so th& our 
higher instit~ctions of tmining, our Low technical insn'tutions should produce 
people to work in our manufactuntunng sector. We also m u t  move away 
fiom... the civil service which is there to serve a colonial muster. We musr 
create a new civil service which responds to the needr of the sector which 
produces the raw materials and aho which respondr to the needs of the 
niarufactwing sectuor. We namtproduce a teacher who trains a chiid to go 
and work in the row matenais sector.[PM; October 3 1,19951. 

To pmduce the desired h u m a  capital for the development he envisioneà, 

We mus? get a teacher who is conscious rhat I am training in M u t h e ~ i c s ,  
in Physics. in Chemisny in order to produce a young man who will work in 
out manufactmDng process. So this is a cautiour process. We musr olso 
p r d c e  a doctor who believes in preventing the peusant from fdling sick. 
or prevetiting a fmtmy worker from falling sick. But if we produce a 
&or who thi& that he is an intemationai dbctor as opposed to being a 
m~oltoldoctor, t h a ~  is a dïson!entatr'on.[PM; Octobet 3 1,1993. 

In addition, Dunggu said, 

... we musf develop our own culture of pofitks. ... evolve a political 
system thar is pro-people, ihat is for the people of Ugan& while also not 
forgenig Our immediate neighbors attd the Afiicm contl*lCetCt as a whole. 
We [ive in sort of a global commun@?. So we mu t  have a political s p e m  
[I  J which satisfies Md m e r s  the neeh of our people; 121 We miut h e  
the politics of devdopment, poli~ics of enriching our communities, polirics 
of improving the hygiene andthe living condirom of ow people, politics of 
enirancing the hun>cur rfghts of our people, politics of advancement rather 
t h  politics of dniràng o t k r  developed comtries without &hg mything 
abOur iz.[PM; October 3 1,199SJ. 
The modemization paradigm feanired prominentiy in Dungguts views when his 

orientation to development did not move away from the path set by colonialists in terms 
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of pducing goods for the world market rather than for domestic use. He does not move 
away from the cash crops orientation strategy of development introduced by the 
colonialists and he preferred to regard that as a successful process of disorienting the 
economy from colonial pdicies. The orientation ta producing more raw products for 
export as dcuIated by Dunggu is slanted in support of exploitation of the natural 
resource base which jeopardizes sustainability and development. Ecological 
impoverishment tends to be accelerated by the combined efforts of the pnvailùig 
pbilosaphy of development based on ecmomic p w t h  at any cost (Fien, 1990; Hickling- 
Hudson, 1994). Dunggu's view suggested that t&e environment should k squeezed 
more to yield more of the desired raw materiais for ex- Although these two types of 
situations, (unsustainable development and unsustainable impoverishment) may m e r  in 
many ways, they are wt discannected (Gullopin et al, 1989; Monasterio, 1990). From 
his point of view, politics of development should be in t e m  of advancement rather than 
politics of admiring other "developedw counaies without doing anything about it. This 
inherently maaifests the modemizatioa catch-up syndrome which some South nations 
follow and imitate uncritically the models of industridized nations. Whether these 

models are inappropriate or unadaptable to the local sethg is an issue and an assumption 
that adherents to the modernization paradigm often, with arrogance, take for granted 
(Hancock, 1989; Seabrook, 1993). 

It is also woith noting that human capital, in terms of humanpower development, 
whereby a teacher was expected to train a disciplined, obedient, punchial, docile but 

efficient worker, was stressed in his views. For enhancing and augmenthg the whole 
process of capital accumulation through appropriating the labor of the peasant and the 
worker as a mere means of production, Dunggu, a policy maker, viewed the value of a 
doctor onl y in as far as preventing the peasa~t or a factory worker from falling sick. The 
worker therefore is not treasured as a human king under this mdellorientation of 
development but treated more orles as an object and a me= source of animal energy to 
be sustained dive for (re)pducing capital. 

However, Dmggu cannot be seen as unreservedly oriented to the modernization 
paraâigm. Thus, he also saw enhancement of the human nghts of the people as part of 
development What seems to k missing in his understanding is that human rights also 
need to be contextuaiizecl and viewed critically agaiast policies thatare implemented in the 

country guided by IMF and Wodd Bank pdicies of structurai adjustment whicb diminish 
public and social expenditure (Barya, 1993; Haogvelt, 1990; mare and Amson, 1979). 
There is enough evidence to testify that the advancement of human rigbts and democracy, 
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is greatiy undermined by the very economic policies pursued under the dictates of 

international financial institutions and facilitated by interna1 colonialism organized by local 
elites in power. Put differentiy, human rights are inimical to the moderaization-guided 
type of development that is dependent on tmnsnatioaal capital that thrives on exploiting 
cheap labor cmtained with repression and temt. lastead, "F]n present &y Uganda, the 
state has beea reduced to the law and order apparatus (army, police, and prisons)" 
(Himbani and Sultaa, 1995, p.91). 

For &kunda, a sch001 acbini~nator, development entailed 

..- generuf impruvement of the stunààrd of living of man in tenns of 
werfmc ... ifyou are living in mr imptmed environment, improved shelter. 
diet, medical fmilities, clothing then I wouid suy that you have really 
uchieved developrnent. ... ehcation cornes in -.. fo do with i~culcating of 
the knowledge. positive values, skills which can help to hmness the 
environment, attà also for the generd imprmement of aü t k t  2 have said. 
[fPu[; August 9.199!5J. 

The assumptions and values underpinning Bekunda's views are situated in the 
modemization paradigm ernphasizing s m s  which are onented to the human capital thesis 
(Schultz, 1961). The perception is generally oriented to moderaization in terms of 
moving f m  the so-called backward living to the universally accepted as the better, 
complex and sophisticated way of modem living through the so-called prescribed stages 

of growth (Rostow,l%l). The view that education would help human beings to hamess 
the environment therefon, needs to be intemgated, for it could ider skills related to 

mechanized f d n g  baseâ on agribusiness while the majority of the people are hungry 
(Barret and Brome, 1996). 

Kuguma, a History teacher, was of the view that 

... some of these leaders of ours dont consider that development is very, 
very wide. You don't only look at developnient in terms of econontic 
structures and what- ... you have to put into account the cultural set up, 
you have to conrider the generuf d e  up of the people you have FR; 
August 5,199!5J. 

The belief that indigenous cultures are backwand and thenfore could inhibit development 
was implied in Kuguma's view which lends itself to the modemization paradigm 
(Hoselitz,l%Q McClelland, 1960; Krause, 1%1). Advancing similar assumption on 
culture, Nâagin, a ministry &cial contended that 

It is because of social cultura1 facton. Dilgerent meas hmte different 
culnves. Most people prefer not sending their children to school for 



eniunple in Northem U g d  &e tojem of witchmafi and this h a  hiruièred 
rEeveIopnenr [PM; October 12,1995]. 

Kafeero perceived developrnent 

... in tenrr of copac*ty building md in tcnnr of &elopment of manpower. 
And wt on& in thar crrpect but I brhg in unother elernent which is economic 
devcloprnent wMch shoucd rwt be looked ut us capacïiry building or man 
power but at least it is on the I>osfs of skilled nicm power development. 
economic developntent, capacity building that you can judge the 
development state of the nation îTE; November 12,19951. 

According to Babirye, development was conceived as "the iwease of quontiîy and 
quali. of d l  the aspects - economic, social. political aspects of sociery" [TR; August 2, 
19951. In a similar manner, Zipora defmed development as "Progressive increment in the 
quanti0 and quality of both seMces Md products of a given society." m; August 2, 
19951. Wrewise, Ruyonga said. "my perception of development is improvement. a 
change in apositive direction" m; August 5, 19951. They perceived developmeat in 
tenns of i n m d  consumption of materials and anluence. 

For Kaierna, 

... ûèvelopmenr not withstunding the &finition of developrnent in books 
shouldaih ut elirninuting pm&inequakties - th&conornk gaps beîween 
the naol puor Md the laban rich. Developne~ shoulü be related to redircing 
unemployment ... md relaied to the welfme of society - me people litmate, 
are they healthy. do they get education, because these are individual 
ingredients of development. ... life expectancy is one of the elements W 
constitute development. ... but in Ugandrr it is falling uccording to staîistics 
now 42 from 47. So all those - uneniployment, economic gaps should be 
eliminuîed - mt development in tenns of ruais ami buildings owned by few 
indnti- [TR; August 4 19951. 

Similady, Owiny held the view that 

... &elopment should be seen in t e m  of human beings . not in temu of 
roc&, airports. tall buiidings but we shuukü try to look at it in t e m  of 
qdi ty  of life of the people. And thai puts it in a foma that is not eacy to 
&fine. So when we are taiking about national dcvclopncnt it is not the 
dewloptmmt of the country us it is but rather the people within thut country. 
Whot is the quai@ of the& iqe? m; Cktober 19,1995]. 

He went on to argue that 

Now when yoic look ut whut the NRMis Rying to tell us, you know. things 
sound outstonding. But everybody is cryhg. ThDt al2 these are 
nonsensical, al1 these are cooked figures becuuse people don? see the 
difference. If atzything. they have become poorer. People like me for 
example I cm not men re@ rny car. But ljurr probably blune myseif or 
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where f am working. Or what do you expect someone gening less than 500 
doZIats a month. a whole profissor, how do you expect that profesor to 
leada  ce^ l e ?  So aU these t& t h  t k e  is economic growth, rrlthough 
economic gtowth alone is not dcvelopment. Development comprises 
growrh pius c h g e  for the better. Men you combine the IWO growth plus 
c h g e  fm the better, &siiable change, then you have go? devclopnien- m; ûctober 19,1995]. 

He contended that 

So dntelopmenr is like learning. When we tdk of leaming, we are tolking 
of desitable h i n g ,  Iemning which l eds  to something desirable, rhat 
which hus beenpkmneci, the &sired objectives- Any leaming thm goes that 
way we say it is effective leotluhg- Development shouId be seen in the 
qualip of iqe of the nutjority of the people - notjust a few bourgeoisie in 
towns, in the copia1 m; October t 9,19951. 

From the various voices featured in the preceding pages, the major thrust in their 
perceptions of development was heavily weighted in favor of the moâernization paradigm 
of development. They viewed development in t e m s  of af'fluence and material 
consumpiion as the case bas been with iadusDialized countrîes. Owiny felt left out of the 

modernization process enjoyed by a min~rity in the country. For Owiny, failure to repair 
his car is a s i p  of lack of development The participants did not perceive development in 
the critical alternative paradigm in t ems  of people participating in development 
imspective of gender and eibe, in a democratic and just society. Although the idea of 
improving the quality of Me for the non-dite majority is faised by participants, there is 
still a tendency to see p w t h  and modemization as the way to this goal. It is tme, as 
Alan Berg, (lm) has noted that "[tlhe quaiity of human existence is the ultimate 
measure of developmentw. But Seers (1969: 2) has also observed that, 

economic growth may not merely fail to salve social and political 
diffi~culties; certain types of p w t h  can actually cause them. ... A country's 
level of development can be identified by the degree to which poverty, 
unemployment, and inequality exists. For a long time these factors, a long 
with the need for change in national and international institutions, have been 
neglected. 

The continued addiction to the use of economic gmwth as a single aggregate yardstick in 

the face of the evidence lodrs üke an atternpt to avoid the reai pmbiems of development. 
In order to gain more insight into how teachen perceived development, 

participants in one focus group were asked what t k y  considered as a requirement for the 
kind of development they bad in mind to take place. Kalema mntended that 



Datelopment would require indusnirrli~~tion, then sort of more mechonized 
agngncuItweso thm t k  gov- gets enough revenue fiom these mear to 
f i m e  marsive education for ihstanee, good k d t h  services, gaad tranrpon 
system and ecommic opp0tna~~f~f.r uil m; August 4, 1993. 

B a h  was of the vkw that 

The govemment needs tu bx:ploit the MMol resources. For e x ~ l p l e  in 
U g h  we have a lot of imexploited I d ,  minetaCs - some gou we hmte 
so many. Su deve fopmcnt sbuU be perce fved in the sense of the ubility of 
the noton tu exploit resources but they me not aploited. ZW is why we 
me backwmd m; Augwt 4, 19951. 

In response to the above view, Musoke pointed out that 

Where I dimgree with you LF where you use the word goverment. Its not 
the govenment to devefop. It's mt the government. The govemment 
should give good conditions, facifitate. where people con d d o p  tkir 
resowces - just a fdlittmuig enviFonment m; Au p s t  4, 19951. 

MageP advanced the view that 

Development requires massive inriustridïzation with linkoges tu agriculture, 
iweased savings und investment* m; August 4,199a. 

According to some teacher participants, the prevalent modernization oriented agricultural 
"development" which entailed capital intensive, advanced technology, the Green 
Revolution, export-orieated cash crops, and TNC-led agribusinesses would be 
prerequisites for national development in Ugamla (T'oh, 19B7; 1991). 

Teachers were also asked what they considered to be the root causes of unequai 
development. Muhenda responded that 

... on top of l i~~ t l (~a l  lmahbn of these places soinetintes it is politicai su thor 
other places are prefmed by rhose people who me in the government and 
t k t  is where they comefrom ... Let me mqbe a&i on. For enample, in 
Misindi, we have Kinyma sugat works, that is where the fm is but the 
stores used to be in Gulu for the sugat used tu be processed there now they 
were thinking of amthet plclce. MW trhey wete thinking of taking it out to 
Kaese. Sane thing with oit, the oit which is mppsed $0 be e~rractedfrom 
Lake Albert-plenty of it, now they me sqing they me t&ng the refinety to 
Kosese, the storage and ntmythi~g to Khiese. î k s e  me selfish tendencies. 
You milk a cow witiwut feeding it m; July 13,19953. 

Birija, an cconomics teacher had this explmation to offer for the regional imbalances in 
development: 

Okoy ifyou look at regional imbalances in development, the causes of this 
reully me many. First of al2 you have got to look ~ r r  the 114t~~aL resources 
first - is rui urea endowed with abundant ltahl~al resources? And if these 
resources me there are they being utilized? You have got to ask yourself in 
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thut w q .  So ifyou look at areus like Bugonda where t k e  is KMipala thut 
one of course is ahead of othet areas. R e m  it was fim developed before 
my otherpke m; August 10,19951. 

As d y s t s  like Amin (1982), Frank (1972), and Wallentein (1990) have show, the 

geographical location of a place needs to be put in its histoncal coatext in relation to the 

rest of the country and in relation to the genesis to the global economy. Buganda has 

held the position of a con or center in relation to the iwt of the other parts of the country 
that have served as its periphery or hinterland for severai decades, and as an export 
colkction -ter for the metroplitan centers in tbe induStnaüzcd North. Anothet teacher, 
Magezi felt that 

... nepotism d comption which are euting awuy the social fubric of 
society should be dune may with. Because with the presence of 
corruption and nepotism the i11corne inequalities. the regional imbczlances 
will conti~t~e to persist m; August 8,1993. 

Kadondi was of the view [and a view that was popular in some quarters of society 
especially those people who w e n  wt from the western region] that "the wealrh was  

jiowing to the West. Most of the big jobs are occupied by people from the western 
region." The "West" h m  means the Western region of Uganda Magezi associated the 

absence of corruption and nepotism to development since their presence was a bïndrann 
to development However, he did not situate corruption and nepotism in the context of 
the structures of modemization that generate them. Cornpetition and accumulation, 
affluence and consumerism are some of the values that characterize modemization- 
oriented development. Alatas (1990) observes that "education, caner success, wealth 
and powet are no guaniotee against corruption. When the leadership of society has a low 
level of morality, it wiU allow disruptive forces to operate and undermine social morality" 
(p.996). In his analysis of the pioblem of comption, Alatas (1990) argues that: 

We mean by the problem of comiption not the m m  existence of corruption, 
hem and there. ... Crime is everywbere but it is not the same as the conml 
of authority by criminal elements. When we suy there is no problem of 
corruption ... we mum t h  the uuthority is m t  dorninatedand manipulated 
by comqt elemnts: that it is possible for a geueration to go thtough life 
without having to bribe govenunent smants in their transactions with the 
authority; that taxes are pioperiy collected; that the courts am not at the 
service of the compt; that the @ce peiform their duties without bribes; 
and so do other services for the public [italics mine] ( p . m .  

The Ten-Point Program of the NRM govemment in Uganda has on its list "eliminatioa of 
corruption and misuse of power" as point number sevea. The Resident of Uganda, 
Y.K. Museveni shans Alatast views, and iadeed, those of Magezi when he expressed 



worry about corruption and its implications to development in his address to the 4th 
session of the NRC April30,1990 when he said: 

1 am mavinced of the correctness of our handling of the economic, security 
and political mattexs in our country. My w o q ,  however, is in connection 
with the comption of our oficials. HOW can we hope to convince anyone 
of the rightness of our cause if our own people are violating Our own stated 
gds, thercby undeminhg our pmgrams? 

Corruption is a cancer which, if it is not checked, will hinder 
pmgnss in ail sectocs of Society. Negligence and comption, couplcd with 
wmng methods of work, arc a lethaî combination indeed. (p.=). 

The paradigrnatic orientation that guides the handlïng of economic, ~ecurity and political 
mattas in relation to development could explain why corruption nmains a problem ta tbat 
level and the ultimate consequences it will have on development. In other words, in 
handling these matters, to what extent do issues of justice and peace oriented to people- 
centered development corne to the fore of policies of secunty, economic and political 
decisions? 

7.2.1. Destitation 

Views were sought from the participants why the poor people in Uganda were 
poor. Katongole contended that 

Things like poverty, we uttribute them to the poor orgîtniration of this 
country- For instance, we hmte had tumuil for ne@ thirty yems t h  this 
country bar k e n  i&pe&nt. Despite the wealrh we hovp in this cou~lt~y, 
the resources we have. we have ~t Wtime to tap them. Then secondïuy, 
is the lack of skills to q l o i t  the resources. mR;ûpen &y, Standard High 
School, 19953. 

To this teacher, poverty in Uganda is a consequence of political, social and economic 
instability in post independence era Militarization and violence, according to this teacber 
have combined to generate poverty in Uganda Bûija, an Economics teacher advanced 

the view tbat: 

Ifyou dont ihave the incorne you are alreody poor. You can't expcuid, you 
can't invest when you have low incone. With low income. it m e m  that 
everything you get you jusi consume. So there is nothing like suving, no 
investment a n d w h  there is no investment , nothing to eirpmid incornes - 
su yoic sort of remin in a state of poverty. And this is what we call a 
vicious cycle of povetty m: August 10, 19953. 

Zipora explained why the poor were poor as foUows: 



One ofthe fmtors is that there is unequai distribution of incorne su thor 
those who receive high co~*nuousIy receive their bu& and t h  who me 
marginuiized in society are C O ~ B * I W O I C T ~ ~  un&rpoid- And then the kind of 
govemment policies we have gone tlaough have tended to emphasize more 
on people trying fo get nwney without really working hmd for if. It is twt 
imulcated in the people thor they shuucd wurk hard in order to get th& 
mney. So people i d  of doarg work try to use dùbious means or other 
means of getting quick money md n o s t  of them end jb t t a t ed  and as a 
ruultrenwinpoor m; August 2, lm. 

For Babiryc, the paar were poor 

... because o w  country U already pwriy dmeioped. We have so nuury 
probiemsT childien in the vi&zges & not have an opportunily of sludying 
a d  therefore men when they grow up they don? have the means of 
maintaining themselves. So they remain in that kind of poor state m; 
August 2,19951. 

According to her, education has the capacity to emancipate the pmr  from poverty. Lack 
of education kept them impoverished. The cure is education as the modernization 
paradigm instnim Much as education is instrumental in the development pmcess, it is 
not a panacea to poverty. Unemployment and underemplopent among the educated is 
rampant as retrenchrnent is going on. There are ail indicators that education has left many 
people disenchanted. She does not indicate the kind of education that would p s i b l y  be 

able to alleviate poverty. Those who Lived in rural areas and got some education have 
migrated to towns but they are nat al1 happily employed and the majority are frustrated 
with their unfulfilled dreams and live in slums. 

Nalongo, a teacher educator, attributed poverty to "lack of advice" and that in 
addition the paor were not "being guidedw: 

I would &bute poverty tu k k  of d i s e .  ... because some people do not 
kmw iww to nirmipuhre. lm imagining i f tkre  could be somebody to 
gui& these people, 1 think we SM be in position to get out of this poverty . 
So they k k  thm advice, trhey k k  being guidedand then sontebody just sits 
there and says, "you ànuw me I am p r W  und that is thor. ... because there 
are resources whereverpeople are September 21,19931. 

Accordhg to Nalongo. to manipulate is a vimie and a necessary ingredient for one ta 

escape poveity. Thus the poor lacked somebody to guide them on how to acquire skills 
in "manipulation'. But bow then can Nalongo explain m a s  poverty when considerable 
advia bas b a n  given to them by the socolled experts and specialists in "development"? 
As Hancock (1989) noted, "During the 1970s. when Tamania's Ujamaa villages were at 

their most fashionable as examples of successful grassroots development, there were 
occasions when some villages had more researchers than villagenn. Similarly, the view 



that the poor just sit the= and pmfess poverty by saying that "you lmow 1 am poot" is 
despair and resignation which are signs of disempowerment as a consequence of 

irnpoverishwnt and povetty rather than being the fundamental causes of poverty. Put 

this way, laziaess is not necessariiy a precondition to poverty but most likely its 
consquence. In his exposure of international aid and development sector, ~ c o c k  
(1989) questions the televance and contribution of nearly 20,000 United Nations 
experts on UNDP assignments since 1970. Other anaiysts like Arnove (1% 1983) and 
Toh (1996) note that North-South partnmhips in aid programs camot be assumed to be 

muhlally beneficial. Rather, the trend indicates that they have perpetuated South 
dependency on the North. 

A student of Standard High S c h d  in S3 who idenLifted h s e l f  as Lubega when 
asked why the poor were poor said: 

17iey are poor because they ore weak with low ievels of educution. 
Ignorance, k k  of capital, Md markets. And om being reluctant to new 
changes, when you are cornetvative. When yoic want to concentrute on 
trditiollO]agngncuItwe innwd of concentrating on d e n i  agriculture then 
you remainpoor [ST; Standard High Schoal ûpenday]. 

Kadondi was also asked why the people who grew al1 the g d  food stuffs they had on 
display for the s c h d  open &y were poor and starving. The response was: 

Ignorance is number one, sonae of rhem prefer selling these paw paws 
maybe to smoke a cigatette because they do not value a paw paw. He 
prefers !O sell it to get money to do o t k  titings. Maybe be would attn-bute it 
more to igrwramte PR; Standard High School Openday J. 

There is a held beüef that the unschooled are irrationd, do not plan, or even are stupid. 
Furthemore, "Ignorancen. and attachwnt to "traditional" agriculture are seen as major 
barriers. There is no consideration that the poar may be forced to sell the food not as 
surplus but to buy some of the body needed madactured items at hostile prices due to 

the unequal exchange they arc exposed to. It does not occur to the teacher that the poor 
do actually spend their rnoney wisely on highly pnced essential goods like medicine 
which might k badly needed by a member of a family. None of the critics of the poor 
could Iive a month on the budget that sustains the poor for a year(MÇrobie, 19B1). 

Some teacher educaton also reflected insensitivity to issues of poverty and iis 
mot causes. They dwelt on qmptoms of poverty üIte "laWaessn, "ignorance", produchg 
many children and lack of education" mistaking them for the mot causes of poverty. 

This is evident in Kafeero's enplmation why the poor are p r :  



Now it deperds on your outlmk on people. But ifyuu take on average. 
people in U g d  me quite &y. î k y  don't work. And that is a probkm. 
Thor is why yuu me getting these dispmties in incomes. Becuuse if you 
w e ~  to a nadmea. an uveragepsm is jusr sonCsfieed having a d l  patch 
of cassava mt more thmr men haif an tame and he is happy uruà satisfred. 
He is not re@ to grow more crop for sell. ... Of cowse thme is ignorance. 
You d l a r e  v q  wchwate that ifyou went to d areas the nimber of 
illiterates is more thmi a nalf - if Lr more t h  75% of those who c m  read 
and write. And of course this contributes to the rae o f p e t t y  and the rate 
of ùiience benueen mal and urhan cpwr September 26,19951. 

According to this teacher educator, poverty, depended on an individual's out look on 
people. This is v e y  important since it wili determine, in large part, one's perception as 

hidher world view or paradigrnatic orientation. Accordhg to him, the poor were "laq" 
which acwunted for peoples disparïties in incomes in Uganda. In addition, "ignorance" 
and the high levels of "üliteratesW explain the diffmace between the rural and urban 
areas. Kafeero elaborated with ao example from the industrialized Western nations as 
follows: 

You have been ?O the West of course. You h w  t b  an average individual 
cm have work for 40 or 80 hows a week wiiich is mt the case here. 
People work d m s t  12 hours a week on average and you CMY say thai 
somebody is working when he is workfng 12 or less t h  12 hows a week. 
So Iïattribute nos? of the p v e m  ?O Iack of the &sire to work hmd und of 
corne io the ignorance prmailing in the country [TE: September 26,19951. 

The argument here is, do as the West bas done, then you will develop, you will catch up 
with them and poverty will cesse to be an issue. "Laziness" is held by this teacher 
educator as the cause of poverty amoag the poor. Clearly, the participants tend to be 

oblivious of the historical trail of exploitation and colonial underdevelopment (Jorgensen, 
1981). It is an indictment of Maming the victims of development that is couched in the 
rhetonc cf modernization. This teacher educator continues that 

These people ... being illiterute hcil phnning. Thy Thty dot know how to 
inwst rhe m o ~ y  t h q  get &Ly. They contr*we to think !hot they will get 
more the ncxt &y d t k  oshn &y. rihese people you me seeing working 
so hard ifyuu looked m tkir fmilirs sonv of them have note t b  one 
wifé. niey have ove  IO chikiken. That points to whru I hove been telling 
you that they kkplanning on the pmt of thse  ople. And this is eruirely 
being cwed  by hck ofproper e d u c a t i o n . ~  l'@ eptember 26,19951. 

A minisüy official, Ndagin contendeci that 

... the poor were poot dite ?O tMr mentuiity. lfyou cae contented with the 
lirtle you have, you cunnot try to achieve more. But if you me not 
contented, you h e  to work hmd and achieve more. The poor people in 
wban meas are the lame or those people who think that u r h  life is simple 



when they do not have skills to offer* ?nus, they rernain jobless.[PM; 
October 13,1995'j. 

The views herein are couched in the rnodernization paradigm that the poor are F o r  
because they are 'illiteratew, "lack planningn, do not know how to "invest", they "are 
polygamousw, and they "have over ten childma" which, according to Kafeero, are a 
consequence of "lack of ptoper educationw. h p e r  education could be the elitist 
education which he has seen privilege sow of bis contemporaries. W~th ducation, he 
believes, everything wouid be fine with the pot. Issues Iike exploitation, manipulation, 
iastituîionalized militarization and violence by &tes with theuforeign accomplices an not 
considercd as dispraportionately respansible for the impoverishmeot and marghalization 
of the masses. Chomsky (lm sumarizes how modernizatïon employs repression and 
terror in the name of wcontrolw and beliefs about many children end laziness of the poor 
imagi~tively in the foilowing way: 

The large majority of the population is a means, not an end - in the same 
class as a pack of anïmals, only more dangernus, neeâing doses of temr  to 
maintain "stability." Tenor keeps the neo-colonial elites in power and the 
investment skies sunny. The Mctims are numemus, but can k disregarded 
because of their remoteness and passivity. If' necessary we can blame them 
for their own laziness and excessive production of off-spring's. 

Considering the views, beüefs and attitudes held by the participants who responded to the 
questions posed, one could infer that the major@ located lack of development in factors 
within an individual penon or a country. Since a country is indeed its people, the 

iliiterate, ignorant, uneducated and lazy people cannot develop i t  These are orthodox 
modemization views which bave tnckled down into institutions of Ieaming that are. 

attended by teachers, teacher educators, policy maken, and the students who are 
coudemned to pas through these institutions. Intemstingly, the teachers overwhelmiagly 
categorized themselves emong thase Ugandans they considered poor. Asked whether 
they w e n  poor because of ignorance, illiteracy, laziness, having many children, 
drinking, smocking cigarettes, lack of planning and rationality as they had advanced - 
noue agreed that they were poor because of any of these factors which they attributed to 
the masses. As S d  (1996 p. 126) bas aptly noted, the ideology of modemization 
locates the sources and causes of Africa's pmblems within Afnca as follows: 

Contemporary poverty, for example, is to be explained in terms of the 
distant past (a historical legacy of rudimentary technoiogy and small scale 
societies) or the climate (the abundant tmpical bounty stimulates neither hard 
work nor invention), or the missing factor(s) of production (insufficient 
capitaUtechnicaUski1ls to develop local nsources full y), or early sacidization 



(matemal dependence, subjugatioa of self to group). or attitudinal 
orientation (stoic passivity, even fatalistic submissiveness, in the face of 
adversity), or psycho-social mindset (low need for achievement), or 
indiciency and corruption, or in tems of some variant or a combination of 
these themes. 
It is common to corne across sayings like, 'God has throm the bait it is up to 

man to go and fish". and an interestkg schaol logo that %a reap what you sonu. 

Zipora was asked whether she viewed inequalities as Oodgiven from her Religious 
Educaticm point of view, or something codd be done about them, the nsponse was: 

Well some are not Gd-given aIriu,ugli some find thenwelves in si~ucl~~ons 
which they can not control. Like ifyou are pur  because of k-iness. But 
there me SOM peuph who may work so h d ,  toi1 &y und night but they 
would never rnaRe ends tneet.m; August 2,19951. 

On further inquiry why bard work did w t  yield prosperity to such people, Babirye 
advanced the argument that 

... fiom a Geographical point of view, ... there me cenain things which 
me Gd-given and if you have muny of these physical factors at yow 
advantage then the chances me th& you me going to progress because of 
those physical fmtors And then ifyou look at the Kakmajong well they 
cm't progtess because they don 't lune these physical advanrages iike rain, 
good soils. such a s p e c k w ;  Augost 2,19951. 

Pmbed further why places wbich were endowed with what she regarded as "God-given" 
in ternis of physical factors gaographically did not d e c t  development, her response was: 

... there is an aspect of us either being lary. ... or mt  being development 
onented thut all you think about ... is what )wu will eat for tomonow. me 
rest &m't matter. So in t h  way we will renrain poor while 0 t h  people 
who have a very lmge concept of develqpmenr tq to àèvelop a country or u 
a society as much as possib1e.m; August 2, 1993. 

As Gunder Frank (1972) concluded dter a thorough analysis of underdevelopment and 
development, 'the greater the wealth available for exploitation, the poorer and more 

underdeveloped the region today' (p.19). This rhymes with the view held by the tacher 
who refemd to the oil from Lake Aîbert that does not benefit human beings in that 
location, the KiIembe copper mines which makes wires that never bring electricity to 
people of Kilembe, and other areas that p d u c e  cash mps like cotton that leaves the 
people when it is brand new and ntums to then only in the fom of second hand rags for 
which even they lack money to purehase. What good explmation can one give for a 
naked cultivator who grows cotton? It is also nflective of the uncritical teaching that 
teachers were a victim of, hence, it naders itseif to the modemization paradigm. 



The argument that " l a z i n d  is mponsible for poverty among the poor fits in the 
naditional Geography curriculum that was uncritically hported from the Northern 
hemisphere. A t y p i d  example is the view in the following citation ftom Ontario Public 
Schwl Geography authorized by the Ministry of Education for ûntario by W.1. Gage 
and Co. Limiteâ, in 1922 which speaks volumes. including racism: 

The N e w  iive in the land of' plenty. Food cm be bad for the 
gathering of i t  Aithough there are many N e p s ,  there is plenty of land 
for all of them, much more, in fact, than they can use. In their hot, rainy 
country the cmps seldom fail. tife for them is very easy cornparrd with the 
life of a Japancse ricbgrowet. 

People seldom work hardet than ihey must. In the hot, wet parts of 
the world men do not work haid, because the earth is so generous. The 
Negro cm grow al1 the food he needs with no tao1 but a hoe. But in oui 
land of cold winten and short summers that c m  s c d y  be done. We 
should saon be hungry if we tried i t  The Negro is wam enough without 
any clothing. We should fneze to death unless we had plenty of clothes. 
The Negro cm live in a shelter of straw or leaves. We must have solidly- 
built houses. The white peoples, who live mostly in colder countries, have 
hard to think ami to work hard to find better ways to find food, clothing, 
and shelter. Therefore they bave leamed how to build machines, erect great 
buildings, make wondefil cloth out of wool and cotton. and to do many, 
many other things which the Negro does not h o w  about at ail. People 
who, like the white races, leamed much, rue cailed civilized, to distinguish 
them from uncivilized or barbamus people like the Afiican Negro. 

It also fits very well with the khd of howledge that was disseminated by a generation of 
expatriate teachers from countries in the industrialized North like Canada who were 

exposed to such views and beliefs enshriaed in this geography syllabus. These were the 
ideas that formed the minds of the first Ugandan teachers who were trained by 

expatriates, reading such books and continu4 to spread the gospel of the lazy native as 
most of the respondents in this study testifmi. This is typicai of a perspective tbat ma tes  
myths surrounding the lazy native (Alatas, 1977); and to blame the "victims of 
development" for their condition when actually they have been subdued into it by 

exploitation (Seabrook, 1993; Smoff, 19%). The view that geographical location and 
lack of naturel =sources are msponsible for the uneqnal development is not tenable 
considering the fact tbat the human beings who live in KiIembe, where copper was mined 
in Uganda, do not show more prosperity in terms of the qudity of life they live than 
people from othet arcas that never had such minerai endowment. It should also follow 
that countries like 2 a . k  which an among the wealthiest countries in terms of' naturd 
resaurces would not be populated with impovenshed human kings. 



A differcnt, albeit, a minority view emerged and the poverty of the poor was 

explained as a anssquence of: 

Exploitation by the rich to a cettain ment. The poor lune wt been 
f=ilit4tedd Most of t h m  would like to do sumething but kcause t k y  & 
no? huve the focilities. î k  poor have the &sire to get out of poverty but 
thcy mc not fdlitated nicy work for othets men for very Zîttie puy whîch 
is exptoitation m; July 13,19951 

Hence, not all teachers and the students belonged to a d o m  category. Some teachers 
were of the view that the poor were victims of exploitation. The poot are not monolithic 

isolates but certain social, politicai and economic relations determine access to and 
reproduction of wealth and poverty floh, 1986). "hdeed in many cases one man's 
excess to wealth may be the direct cause of another man's destitution" (Hamison, 1993: 

418). Equaily disnirbing is the situation of a poor man w ho grows food but is starving 
with his wife, and children who are dying of both visible and invisible malnutrition (New 
Intemationalist, 1983; Bush, 19%). Instead of being facilitated in tenns of 

empowerment, solidarity, and compassion, the poor are reduced into objects of 
mulafaceted exploitation, unequal power relations, structural violence and other forms of 
social injustice and peaceltmiess The concept of srnichirai violence is at the heart of 
misery and poverty endund by the masses. Children dying from lack of nutrition and 
health care, peasants and workers sweating with hungry stomachs, while tbeir country 
has enough resoums for al1 are no l e s  brutal and violent &an wars and civil conflict. 
The state of afEairs internally shows that in Ugaiida, power and wealth are concentrated 
amongst potiticallbureauctatic/tecbn~~lirtic elites, miiitary leaders, entrepreneurs andor 
(absentee) landlords who bave fomed class diances exploiting the poor (Mamdani. 
1984). The political turmoils that have occumd have beea, in Large part, arnong these 
elites, vying for power and privilege. The majority of changes in leadership do little to 
alleviate mass poverty, and usually malce life even worse for the poor entrapped in the 

accompanying factional vidence and economic disruption poh ,  1986; Bush, 1996; 
George, lm; Payer, 1981). 

7 a 3 a  Interml and externai forces 

Since political independence Ugmda has ken expanding the eâucation system 
with the aim of pmducing the cherisbed manpower to contribute to national developmmt. 
In terms of numerid scores, the situation is, as of now, different from what it was at 

independena tirne as Mukisa, a policy rnaker, pointed out 
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We Y e e  put up lmge nuntbers of people. We me in a diflerent situation 
from the tim of independence when tkre  was hmmy any ltumpower you 
couïà tap. Whm we need now h the re-orientrttion and deveiopment of the 
n t ~ n p ~ w e t j i w  speciic jobs us they come up [PM: Novernber 10,19951. 

Yet, Uganda's challenge to build a democratic, just and peaceful society bas nmained a 

contentious issue and its reaiization has remained elusive. Views fmm participants 
regardhg some of the intemal and extemai forces which influenced trends in education in 
its relation to developwat were explored in this section. Mpelra was asked whether the 
School of Education was in a position to prepare the desired teacher to contribute to 

nationai development. In his opinion, 

the S c h l  of Edimtion har rwt really niade much improvement in terms of 
tt4fmng a reai dedic~~edprlbtic teîzcher. h is vcty difcult since the school 
haF rwt come out of the coloniaUneo-cobnùII jucket you find thm we are stiiL 
imitators of the oldsystem andvery linle hm chged .  Our graduates as ir 
har been olleged by certain circles me not impressive us to reejlect a type of 
levef they represent. So I thikk there is rnuch to be done in the Sch001.m; 
September 21,1995). 

He added that 

There is a lot of bweaucracy, ... communication, Nuerpersodrelatiomhips 
al1 these things do matter in bringing up a good teacher. Some of these 
things are lacking. And there is no mtempt tu iyrove them. Very liîtfe cm, 
be done al the moment becme there m e  many mgencies, frutrutions, 
whaî net. For example teachers are poorly paid. There is no motivation for 
soniwne to really snain d do things when he can mtuaLly do something 
else Md get sorne money FE; September 21,19951. 
Another teacher educator, Kadari, commenting on the prograrns offered in the 

School of Education bad this to say: 

... our program and coutses ... me comprehensive in nature. They me 
international courses. ï?tey have been upproved. î3ey are ta@ in the 
same way in other Wersities. So &y are more or less the smne apmt 
f om lack of media ond whrrtever PE; Septemkr 16,199q. 

There was that universalistic attitude tbe teacher educator mdested  in explaining that 

they taught international courses in the schod of education which reverberated what 
M d  (1978) o b s e ~ e d  that Mncm universities were like "multinational corporationsn 
ail over the world with the same agenda in the service of globaiization. But the global 
agenda seemed to ovenhadow the national needs in the c&culum in the name of 
international standards (Mamdani, 1994). Kadari was also of the belief that institutions 
like M a k e m  School of Education were dumping grounds of personnel that were 
inadequate to provide expertise knowladge desired: 
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... In counnies like America, in f o ~ r  where I went in Germanyp they haà 
bruughr us a qymk here wlio wm traàning ur on qualitative reseatchp and we 
had O lot of problemr with that man. But when we went to Germany we 
foundred cxpens. T5ey c& not sendthtzt one. They sent uc whom they 
thought -jùst t b e .  A d  when we reached thme we found the mas men 
had fa~leedliis m ~ ~ ~ e r s  dégree ... when they have the* ks t  t h q  have a woy 
of retor'ning them, t ky  have a way of paying thent wefl ...m; September 
16, 19951. 

The view e x p d  by Kadari revealed that aid in the form of fonign expatriates did not 
necessarily mean high qU81ity skili and expertise as it should. Tbat such 'help' and 
'assistance' governmcnts extended to poor counines was meant to create jobs for the 
unemployed to work as experts while they ntained the kst for themselves. 

For a poor country, the best of its talents continued to flow out in search of 
greenet pastures through brain Qain. Kadan used the example of doctors and he said, 

... the doctors here me ~uined in a Iocal environniem. In fact titey are 
training others in a wal bused in  ma University. As soon as they 
gr&ate f h q  will leaw this country and t k y  will men be more relevant to 
Kenya thun even those who have finished ut Makerete. Why, becme this 
&xtorcaa not go d e d  for the suke, you kmw. this commnist tendency 
of thinking is very &ngerousp for the sake of serving the people of Mbarma 
or the people of Uganda.They will not do it unless you involve a 
mechanism of bain retention, trhey will sti22 continue to be hain &uined ... 
So the eco~nric beming is very important. Anà MI don't think these docrors 
nained men in Makerere. ttained in Muloga Hospital trained by Aficans 
themselves - they dont go to be nuined in Europe~ hospitalr. they train 
here m; September 16,1995J. 

Economic constraints rooted both in the local and global ecoaomic realities have 

worsened the capabilities of poor countries like Uganda to retain such well paid 
professionais. It is also mie that discriminatory remuneration has left iaequalities that do 

not indicate that ail Ugandans are sadcing equally for the cornmon good of dl citizens. 
As Himbara and Sultan (1995) have noted, 

... the Ugandan govemment goes es far as stating that the revenue autbority 
should k gjven preferential treatment in ternis of saiary. and should not 
becorne part of the regolar Ugandan civil service, kcause the latter is 
corrupt. In the words of the govemment, '&hg outside the Civil Service it 
is possible to remunerate staff suffkiently to both motivate staff and to 
nduce the danger of comption (M.). One wonders if the nst of the civil 
service is not equally important, and equally in necd of appropnate 
cemuneration to overcome corruption, and most importantly. in rendering it 
professional so as to thwart the dependency on donor personnel (pp.90-91). 

However, one should not overlook the fact that still there are external underlying 
infîuences among the medicd professon who irnbibed attitudes during their training 



abroad in UK and other indusaiaüzed countrïes that are repioduced among their products 
in the medical school. So training at Makeme on a foreign cumculum from UK may 
yield attitudes similaria those ones who were trained in UK or US. Then is a flow of 
doctors and nurses to the con countries, and of equipment and technology to the 
periphery States. The adoption without adaptation of medicd cumcula from COR 

countries furthet facilitates the necmitment of personne1 from p r  countries thmugh 
bmin drain. The merence may d y  k of degree rather thaa of fom. The same case 

applied to other professions except tbat schaol teachers did not have the same demand 
fram the North industridized countrïes (Bolaria, 1981, Hountondji, 1990). Mukisa 
believed that it was 

the &y of teocher edtccation innintions ... to produce t e a c k s  who will 
intmene in this hktm*cul inheriunce in tennsof acr own AfncM traditions 
cmd whose coComCal hetitage have combined tu produce mch authoritmCVIàn 
tendencies in our education systern. IpM; November 10,1995]. 

According to Mukisa, in teacher education institutions, they were 

... talking dou t  it ... in their courses which ihey nonnolly tm foundotiom 
of e&clcrtr*on and in the case of NTCs in what they cal1 liberai studies. The 
impoa of those teachers of foundaB'ons on the merhodologies of &anion 
and the process of e&ccztrCVIon, the persuasive effect of our gened courses on 
clas~~oorn intera~n'ons rmd management interactions me yet to be fe1t.m; 
November 10, 199. 

He added 

... I woukü register dissatr'sfaction as tu t k  i m p ~  of our teacher ~aining  
program on the actuui classrmm i~eractiom and on the aciualmanagement 
prmtices of t b se  in eàkcation. Udil  we achieve those two impacts on the 
systern then houever nwch we p r e d  we will not have yet a change in the 
system we me trying to change. I would encourage those who teach 
foundations to combine with those who me àèvising stroregies and rnethodr 
of teuching in or&r to overcome this problem. h's got to be over al1 
tackled, nut piecemeal or confincd to some course which is arcunined, 
people are awmdedmarks andthor's the end of it [PM; ûctober 10,19953. 

Mukisa contendeci that 

... bming the ussessment of stu&nts on docile behavior was wrong when 
Iooking for active, putici~~tory, self murivated teachers who shoufd be 
agents outsi& the teacher training collège. Th relationship between the 
t eack  eàiîcators and the minees in the colkges must also change. Until 
that is done it is a se i f&f~ing mcise. [PM; Octokr 10,1995J. 

Clearly, there were a combination of factors tbat shared botb interna1 and extemal 
iofiuences which shaped eciucationd institutions ttuough which citizens wen socialized. 



Teacher education. being one of them. ptepiued teachers who internaiized the attitudes 

and beliefs which iduenced tbeir practices in their teaching. Authontarian practices 
seemed to k a common featurc both in pcdagogical and administrative struchires of 
educationd institutions that need to be transformed if such institutions an to play their 

The impact of colonial legacy emerged as a theme fmm the responses. Mukisa 
refiected on why undemocratic pedagogicai strategies tended to dominate academic life in 
almost al1 the institutions of learning: 

... I dont want to assert that this is a show of power without authoriiry 
becmcse I may be wong. ... why is it necesway fur our professors to show 
such power in order to teach? Aithough that war t k e  in our ~oditonr, und 
although I accept thut it wcrs t h  in the colonial wadironr. f am tryïng to 
s q  thm it is mggerated by us who have inherited these truditions. We 
have gone beyond* [PM; Novembcr 10,1995J. 

Mukisa continued to say that 

The present generation of professots, of professio~k and so on trai~ing 
others is showing much more power, is demanding much more 
subsmervrence ... than i s w f i e d  by tradition wkther colonid or narive. We 
have exaggetiuted o w  inhen'tance oraselves andI wonder whor has niode us 
do this in the present age when we are much more conscious of more 
&mocratr'c appuacks to eciucizîfion. ..O... why is it that our generation, and 
1 include niy self among them, h a  behaved in this way? I want some 
resewcher to tell me. What are we relying on when we exhibit so much 
power in our teaching d s o  Little huniliiy?lpM; Novemkr 10,19951. 

Posing rhetonc questions in a hummus rnan.net Mukasa queried: 

Why is it necessary for a professor in his ownfie&î to show this w k n  the 
very impact of Rnowtedge on a le& mm, the f a  thar he is Mcch mare 
t h  anybohy eke of the lirnitutions of his own krowkdge because he will 
corne to kumt t k  th= ate so many things other people know Md he 
kiows O SmQt1frcu:tiun of that, t k  is enough to Cucmble mort of us ... Now 
why cant we show this in our &alings with our students? Isn't this the 
thing that we ought to t h ?  ... when you go to a University whaî you 
vaiue most is coniing to encounter a red outlurri$~ in his reaIlfeUyou f i  a 
real humbk f e l k  who is ~Ollununicuting in a simple way and k ivresses 
you by what lie says in u simple way, in a mariner, he is attractive to you 
becculse he îs saying fscndamenttal things to you without oppeuring tu jbcc 
them &wn your t h .  This is the mmi who impresses me in a University. 
And when you go tu a Universiiry md you encountet one such a person, tha~ 



experience is worth fm more than ten uuthoritm*m professors. [PM;  
November ICI, 19951. 

According to Mulrisa, the dehumanizing process in the name of teaching relied rnuch 
more on power tban humiiity. Wben asked how the classioom couid be changeci, his 
lGSPQnse was: 

you young s c h h n  nwsr amver ihm one and escope the tyranny we me 
t dè r  [kwghtet]. ... We are self imposed. We, ourselves are doing it. 
Nobody is imposing it on us. We cmft p l e d  our Afncan ~ a d i t i o ~ ~ ~ ,  we 
can't plcad colonial hen'tuge, we orc frcc scholms now. Wiry are we 
beiuntl'ng in this inanne7and are d l e  to l ikate  outselves or libetoe the 
sndenrs we teuch? m; Novcmkr 10,199a. 

Mukisa was not fuliy aware that the repressive technomat model of teaching was taken 
for granted as a method of work by many educators without interrogating it (Ngugi, 
1987; Nandy, 1983; 1987'). The mentality and model of the colonïzed mind as Fanon 
(1969) put it o p t e s  in such a way tbat it does aot content itself ody with imitation, but 
exaggerates the mastea habits. Unfortunately, in most cases, the captive mind in 
servitude imitates and exaggerates the wont beliefs, attitudes and practices of its mentors 
(Atatas, 1977; Altbach, 1971). 

Contrary ta Rofessor Mukisa's assertion that we are fne scholars now, Mpaka, a 

teacher educator, contended that the inheritors could not do mything but to imitate their 

Ifyou understunà the historiai àevelopment of the country you will jinù 
thor they inhenDted a colonial sort of culture and in su doing they have 
nothing but to imitate their maters or the directives of th& nurners. You 
klow cobnial e&catzOn had its own objectives to 0ccompZish or to achieve. 
And a w  they went there h4sn1t been much change in the sense that the 
inheritotsalso inaitated what was &ne. niey cadded very little to things 
which wouklhuve d Ugancjiz a natbn.nE September 21,19951. 

This view was also refiected in what a goverment officiai cailed the nhabilitation and 
reconst~ction of colonial structures witbout ncfessPrily changing them: 

...a revolutionmy has got to change tk system because the root cause is the 
systeni - n a  the indiviidwL mis is the w b l e  problem - the system has 
remcu0ned intact. ... when we t d k  about rehabifitation, w h  ore we talking 
about? ... when you t d k  of ecommic recoveg+ recovery from what. ami 
of what? And obviously it is the recowry of the coZonid structtues. .. for 
me rhat is what I understlurd because we iare not ovet-hruriing them 
November 9,19951. 

According to Chango Machyo (1995). 



the important point to note is that, these SAPs which demand devaluaiion, 
liberalism, @vatization, divestitun and market ecowmy, are not meant for 
economic recovery as the claim is usually made. The na1 aim is to 
rehabilitate a typicai colonial economy and colonial social and political 
relations, tampeted with by a 'bad leadership' and 'mismanagementî.(p5) 

As part of the intemaüextemai forces that inhibit the instrumentaîity of education in 
contributing to developrnent Mpaka attribut& failun to change the e d u d o n  system 
tailored to the needs of an independent country to necxolonialism: 

... the colonial masters did not stop there. They dictate the terms even if 
they 0 e  mvay, they dicroe terms through grants. through giving expenise 
advise and employment and &y occupy top positions which arc of 
influence- m; September 21,1995J. 

He went ahead and said: 

Ugandruls mosf of them me rtained in the mother countries who me the 
agents of colonialism. ... Uganda is a neo-colonial state and neo- 
coionidism has two heurts; the other one is the extemal hemt by the 
colonidist himseif and the other one is the v q  Ugun&n to apply neo- 
cdortialism tactics on his fefiow Ugan&ns. So you see that the Clgmab 
elites have got their own tartes plus t h q  me affecfed by the syrrem which 
brought them up. So they don? h e  much in rems of input tu change the 
system. Ifthey do they have nor done so. îTE; September 21,1993. 

Other respondents did not entirely argue differently. Kamayi felt that there were 
vested interests on the part of the policy maken and other highly placed oficials in the 
education system whicb acted as a hindrance to the would-be progressive innovations: 

Thrre is a lot of se~presewation. Most people don? want - when he thinks 
there is anyrhing threatening his job you me nicrybe a lecturer in a 
départment &the Dean of the f d t y  thinks that your idePr me very 
scming, he is likely to elimbute you or to Nppress you FR; Standard High 
Schwl Open day, 19951. 

After a discussion with Ndahiro, 1 asked bim whether he had any questions for me, but 
he opted to critique the system of management in the educationai system, caused in his 
view, by faulty recruitment mechanisms: 

same mcul~gers overstay in the smne positions and stations men when they 
have been seen not to be change agents. not acRIQfly managing properly but 
because they muy represent a systern that ilsevis fa l t y  Md q b e  they 
belong to certain individu& wirhin the system who oppointedthon ... based 
on 1 krww you, you me my OB, you are my relative, you b e h g  to my 
religion or something-m; November 6, 1993. 

Rather Ndahim strongly recommended a recruiiment revïew and appraisal system which 
would not eoable "non-performers" to indefinitely stay in positions. 



Dialogue with another participant was made paiticulariy more insightful by his 
Socratic - skeptical questions like this one: .If1 rnuy ask you a question: Is the M o n  
interested in criricalthinking?' Indeed, as Hitler noted, "What g d  fortune for those in 
power that people do not thinkW (Macedo, 1993: 204). However, the doubt and 
skepticism implied in this question about  ansf formative intellectuals who can 
problematize situations and aoalyze them with the aim of providing alternative 
peffpedives to dominant and taken for granted views, is very important, Since a nation is 
its people, and that decisions are bound to k taken by a few people in responsible 
positions, we may ask: are the policy maken and those in influentid positions interested 
in criticai thinang? Much as it is very dStXcdt ta maintain and contaiddomesticate a 

critical and intellectuaüy oriented society because of the crisis of hegemony it creates, the 
dividends that accrue fmm it are more beneficial ta society than when the populace is 
passive and docile. As this respondcnt observed: 

rfo headmartet &iibetately keeps teachers dNi&d, if is net likely to pay 
him. And so you can even put it ar m t i o d  b e l .  ... what we me swing 
MW is t h  the curticulum har been for a Long time conrentative, ir is not 
changing, it is mt produci~~g a critical thinko: an irtctependerit nid. ... thut 
is why emlier on I said whether all these things me deiiberrrtety pianned or 
its because they haw aiways been on ...but if[ muy ask you a question: If 
our curriculum for tetachers is consmutive, kz.s stayed on for a long time 
now who is going ?O cause a change? mis is a big question.m; November 
6, 1995]. 

In an attempt to give an answer to his question, 1 said that it would require 
involving teachers in the field in serninars and workshops and then using an orientation 
that would produce critical thinkea at University so that when new and ald teachea meet 
later, they ta& a common language of transformation. In nspome to my views, he 
unveiled the potentiai foms that would be at wo& thus: 

I c m  see thar you hate sen*ous batties to fight. Becm~c ... let me tell you 
that t k s e  educcrtion administrators - these headmasters, DEOs, or 
Commissioners ar the headqurrfters herc have cemin persona2 interests. 
And I am sute som of t h  ore even able to see that t k e  is need to b e  
t k se  teachers better manrzgeù, there is need ?O have possibly a ciariculum 
changed so thor we c m  huve on in&pendc~ min& teacher but as long ar 
anything thut is t&d Pbout, amy c h g e  is brought about is mt sewing the 
interesrs of these oficers at th& levels, they will make sure thPt they 
suppress it and sabotage it. ni41 is why I said that you huve banles ro 
jight.FR November 6,1993. 

Ndahiro contended tbat tbm was lack of good will fm the top administrative cadre for 
the cultivation of criticai thinking among teachers. 



... a headmrrster who is positive would be i~erested in seminars. He wants 
you to condùct more. And so is the District Educcltrkn OBcer Md so is the 
Cornmissionct. But the majority of thern are rwt intetested because their 
psitiom, the* bread, is CU stake. They think they are going to be shken, 
to be d n n i n e d  and eventually m@e thrown out of the whole system. m; November 6,19951. 

He wmt on to say that 

... when you are tryl-ng to organiie these teachers, you wiil meet a lot of 
respome as sdaties iwease ... they will be able to ~ a ~ d  mid sponsor 
themrefvecs for a &zy ... dont t h  thein far. But I m n  now lookr'ng tatyou m 
an individual person who is going to be Iooked ut as antagonisic to the 
establishment. I mn taking about the Minisny of educoion. educorion. am tulùing 
about the Heu& of institutions and your colleagues...[TE; November 6, 
19951. 
The contribution of the teaching profession to national development was viewed 

as p d y  constrained by impeding intemal factors rooted in the structures that lead to the 
helpless, d i s e m p o w e ~ g  situation of teachers. Listen ta this teacher educator: 

... o teacher like me rww has norhing to do. lAere is a system thcil is such 
that I c m  mtfight men ifl wonted to. Those nten who have gone through 
our handr are up thete and they are the ones pulling the ropes ... deciding 
w h M  resoutces go to a rural mea which resources remain in the d a n  
center. ... we stiZZ have people up there who do not have good qualities that 
school would h e  put in thein. ... a single person, a single lectwer, ten 
l e c ~ e r s  in the Schwl of EhcmCIBon me not going to do ~ y r h i n g  about ir. 
You will speak; you will put your opinion in The Monitor andput it in The 
New Vision and it will be r e d  and nothing will be saui about it. So there is 
a whole systeni thot we have thm is bur&ning us; we me down ihere. our 
voices cm no? be hemd. ... this old man who pays tax al1 the t h e  and he 
doesnt get MY benefts, he CM mt usk ... wkre his t a  is going, what h a  
it done for nie this yem ... he has this kind of quesrions. even if he broughr 
them forwatd they would newr reach up thete. M y ,  because the power is 
in the hcurdr of a fov people m; September 20,19951. 

Boona's view was that the forces acting upon the system of education were so 
disproportionatel y and ovemwhe1mingiy powerful that they rendered her powerless and 
disabled to act on them for the bettement of society. 

7.3.X Aid: As Partneisbip or "Strings and Ropsw? 

Aid is one of the mast important components of internailexternal forces that 
continues to play a central d e  in the development p r o a s s  af the education qstem of 
Uganda. This bas been manifested in various pmjects which are extemaily funded. The 
inquiry intended to find out from respoadents if aid pomoted partneship and solidarity 
or another fonn of preparing strings and mpes with which to tie its victims. However, to 
begin with, views of Mukisa, a policy maker were sought to establish wbo was behind 



the inception of one of the cumot projects called TDMS pmject. The explanation he gave 
was: 

WeiL, the needc of the system were conceived by U g h .  M i  sndies 
were undertaken with the &and mppon of U S m  ond Wwld Bank. what 
we have tenned pre-investment srùhies. Some Ugandanr m i c m e d  in 
rhe pre-ime&nt &ies ... So the conception, t h  exprekiion of needs, 
the investigati*on of thme needs wuil they Ied tu the formulon'on of the 
project was a Ug4nd4n effort supported fron outside. nie funding is 
h i c d f y  outside with some UgMdonpoilicipanbn. World Bank, USAID 
plus Clgandan fimds are behihd thh project. And the team that is 
?mpi&nënnig th project is a combi11~lt20i ofiomg Anren'can personnel plus 
some Uganctom. So, one can suy that it is a Ugcutdcllt project whose 
impiementution is u joint etfort between some h i &  éduCotors a d  
ourseLves.[PM; November 10. 19951. 

When asked if Mukisa found people from outside commïtted, genuine and sincere joint 
partners in the development of the education system in Uganda. he responded thus: 

Every actor has his own orienran-on when he rmives and even a Ugandnn 
wilLhavecertuinrn*entationof his own M y  view is t h  when you recruit 
such actors and you me in charge of a projecr, its your job to orient again 
those persons you broughr together tu the neeàs of your project. The 
dflculry we have had a[ways b to asnune thot people fiom outside 
necessutily know-how to implement the projects we are wing to impiement 
to our needs and therefore don? require guidance Md orientation from us. 
We hire them, we leme them to impiemeni our projects and we don't give 
suacient direction to these people and at the end of the day we tend to 
disom our own project and say this is an Arnerican project. Now we the 
people who iden~Fed our needs, we are the people who are borruwing the 
money, we are the people who will puy back eh, now , we me the people 
who have hired those people, becme before tchey w i v e  in our country 
there must be some process by which we me askd whether we want a 
certain MrA, a certain Miss. B.IpM; November 10, 19951. 

Robed how these experts were nonnaily identifieci. the explanation was: 

... they normaZIy rend CVsjhn SOM p k e  Md SV this is the persm. For 
instance i f  you have a USAID project ... USAID will have identified 
through its own rnechism then they wili giw you a C V d  say this is the 
man we th&& wiU act as an npm in n...such a thing. And you the Ug&n 
are suying, yes th# is the man I want. And w k n  you soy t h t  you are 
hiring that man. Becouse no? on& are you uecepting hirn on temts of his 
CV. you me uring your money which wrn made avdkble ?O you either as a 
l m  or as a grant to you to hirc thru m.[PM;  November 10,199a. 

... w k  [am qtccvreliing with is the inability of ourselves to direct the work 
of zhor man We rhould hire people and allm rhem tu be innovators in our 
country w h  we krww WU we are tulking ubout. When we have Iooked 
aruunù us and foundpeople within Our comnwniiy who wiii understand md 



tafk to this m m  and cd1 him to account ifhe is mt doing his job or duing it 
body. And you know, I donk accept that we do enough of thut. And I 
don? want the easy w q  out of saying, the project is domi~ted  by 
hencanr.  the project is dominaled by exprrnZates. the project har been 
t&n over by the British, w b e  me we?. CpM; Novemkt 10,1WS& 
Furthemore, Mukisa saw a Ugandan tendency to focus on controlling 

adninistmtive undfilf~ncitzl arpccrs of the projects rather than the professional 
implications, meaning that the= is a lack of local people "who me suflciently informed 
within the areas of those projects to be able to emer dialogue und M y  pmiciipation 

together with the exparnexparniores in rhe &y to day iqlementation of those projects."lpM; 
November 10,199!5J. 

Furthemore, Mukisa said that 

Becauce ifyou have hired expatrr*ates at a very high b e l  and there is no 
Clgrnidan to whom they c m  tafk on a cks> to day b d ,  then they me likely to 
niake the decisionr rhey m m  d e  according to the best information 
awailuble to them und their own @me of minà. Now it is the absence of 
shong counterparts vyou iike, ond I would go beyond the word counter 
part, l am talking of participcrtr*on, I am talking of Ugandmrr who me self 
motivated and who me capOble of unàèrstding the project we me talkr'ng 
about and therefure c m  speak ot par with an q a t n a t e  corning to help 
us.pM; November 10,1995J. 

He challenged the normative view that 

... you will sîzy that the reamn why you hire an expatriate is because you 
don? have a Ugadm. Now I want to tell you that I don'r believe you 
entirely. I think there me Ugculcigns whO may rwt be as steeped in the &y 
tu &y implementatl*on of apain*cuhrprow md where addtioml expertise 
from outside is required. But thut is twt to say that rliere is no Ugondan 
capable of undetstCUIC[ing and leamhg to do what the exputnime will do 
within 4 shon tinte 4 t k  amibai of that m m  anùgrow into kcorniitg a real 
pattnerto the exponrbte in the impIementation of the project. We dont do 
enough of identifuirzg such profssionuls and alfowing them to live os 
professfrtc~ls in order to enswe t h  owproject is implemented wirh the best 
interest of Ug& in minci-PM; November 10,19951. 

The view that Ugandan counterparts working on projects with expatriates n a d  to be 
'strongn is an important one. Nevertheless, it should not be taken for granted since 
"strength' could be a brain child of the modemization beliefs and attitudes, values in the 

process of project impiementation. The question that can be asked is: "stmng" under what 
orientations in relation to Uganda's intensts? A Ugandan may not k different from an 
expatriate counterpart in tenns of promoting the theones and practices of modemization 
which would still marginalire the interests of the majority poor. It should also be added 
that expatriates should not be lumped together as if they w e n  a monolithic category in 



theu paradigrnatic orientations. Some, albeit, a smaii number have committed their [ives 
stniggüng with the poor majority people of South nations both in theory md practice, 
(George, 19a7; Payer, lm Toh and Cawagas. 1992; Samoff. 1996; Chomsky. 19W, 
Toh. 19%) by expressing their compassion and solidarity. It is therefore possible that 

some UganAans may be more d a  burden ta development aid than expatriates, or both of 

Okdi. another bweaucrat &ami his views expiences and kliefs on îhe extent 
to which he considered foreign aid helpful in the development process of education and 
other anas in gened aad he responded as foîiows: 

I think they m e  helpfil sept one thing I don 't like is when they corne with 
certain ideas and in spite of being told that the things couid be done 
diffètentl'y t h q  im'st. Iman this is aid wîth strings. ... inm was a tirne 
some &mors ... came here Md soid they wmired us to wtite sotne book in 
English, Maheltl~tics. SociaCSnrdes and Science. ... we said but we huve 
just wrinen books in those subjects. We dont have to re-write t k m  
because as fm as we me concerneci once a bu& is d e n  it shouklgo in the 
cl~~sroom, m-ed and if people find it illClCJe~uare they will give us a feed 
buck and we will revisit it. But you do not simply throw it out like thar. 
And these people were swing, "No. No. No but we want you to write". 
We refuFed unà said if you h e  money for us, why donr we insteaà of 
writing boob for the subjects we have aireadj written for, why don? we 
Wte books for subjects which we huve not written for - like agriculture 
which is as impottant ar EnglLrh for this country? They said no no no. We 
came with the express purpose of k i n g  books wrirten in these four 
subjects. But we said they are alreody there. And eventuafiy we re&ed the 
rnoneym; November 10,1993. 

He elaborated that 

... if we had written 20 years before or 10 yems before, people might suy 
well but you need to up&e t h .  But we had just produced them in their 
fint yem. ... and the money wus not given. But wiror we me swing is that 
these aidr me very good. I nean it is very helpfl to be hebed and to be 
given money and so on. l oniy wish thm our donors CO& be gwd enough 
m d s a y  well, whm do you r e d b  w a n ~  ... But the donors have been very 
heQfil. We would mi have done half of what we have done without their 
moncy. &t Ion& wish they COUU ùenù their conditions sometimes Md let 
us give rhem whut we think is relevant anci our red immedirtte me&, felt 
merls. niey shoulün't sir in Washington or wherever, or in Pmis mid say I 
think llgcuda needs this ... (PM; November 10, 199!5J. 

He concluded his narrative noting that 

I think if is nue sometimes we how fded to identifv our felt merls Md 
therefore we have helpedthe h o r s  to eqdoit us. But the smne time the 
donors hmte sometimes insisted on their preconceiwd agenda And beggms 
can't be choosers.[PM; Novernber 10,1995l. 



From Obedi's views. there is patronage and manipulation that is inherent in some aid 

packages in the form of undemocratic and dictated conditions which have Little 
consideration for the aeeck and participation of the recipient. The position of the recipient 
is marginalized and one would question the mie such aid would play as far as fostering 
partnersbip and solidarity is concemed floh, 19%). The coaditions of pegging "aid" on 
wnting books for subjects for which books had been already written compare with what 
happened in 1%2 when Uganda gained ber politid independence. Uganâans wem caîled 
upon to pay a token of gratitude in the form of pensions of their colonial occupiers. To 
obtain the f o n i p  exchange for the pensions of departhg Eumpean administrators, 
Uganda had to bomw US $75  d i o n  from Great Bnteia in 1962-3 (Jorgensen, 19û1). 
It is hardly believable that this was a felt aeed for a newly politically decoloaized poor 
nation. Who was giving aid to the other, Britain or the poor country Uganda? Im't thi s 
what Willy Brandt (19û6) called 'a blood transfusion from the hick to the healthyn 
(p. 134). 

Dambo, another policy maker, held this view: 

Wk?ever ussis~mce &en should be appreciated. We have been fortunate 
to get loam to construct schools Md 0 t h  lwnr to develop education. The 
problem has been ourselves who do not sel clemly the objectives. 
Othenvse the donan*om me good.CpM; October 12,199Sj. 

M e r  view which Dombo held was that "ifwe make ourpoiicies cleat, l ' a n d  World 
&uik me willhg to listen" also sounded illusive (Samoff. 1996; 1992). According to 
Dombo, the= i s  no bad aid and therefoie whatever is given in whatever spirit should be 

received with thankfui hands. Aid for him is just "neutralw and "value-fm' and it 

conaibutes to the development of Uganda's education system. He takes it extremely for 
granted without regard for the dependence it creates, the cultural imperialism and 

domination for which it paves the way and the patronage that corne with its package 

(Amove, 1980; 19%; Berman, 1979; Bray, 1984) Dornbo's views also could amount to 

insensitivi ty to the existence of an amhoritaria paradigrnatic orientation w hereby the 
North bas physically crossed the North-South boundaries "but mentally, effectively, anci 

spintually the= has been no crossingw (Toh, 19%). However, a teacher educator, 
Mpaka, bdieved that 

Eco11omrmrcally U g d k  OCtiVities have been directed by forcing it to follow 
the directives of the West. ... the IMF gives money with strings and 
govetnme~ has to follow ceniain helopmental directions. ... the present 
governrnents re-stnrcturting of the ecommy is a c ~ l l y  a directive fiom the 
colonial na?iuns FE; October 10,19951. 

Another govemment official, narrated his expenence with foreign donoa thus: 
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... when I was appointed a minrFter ... I didntt know men whut these 
things called [ose minutes mean. Now the PS comes and savs "Sir, this 
agr&ement has been here for sù months ond the contractors me impatient". ... when I read through the agreement, the thing which I c m e  mess 
which I objecfed WQS the import4trbn of Pasutd can. these V& Wagon 
cars. f called her and srn'd these me not comtnrctîon vehicks and this is u 
co~~~nuction work. It hm sumething to do wirh waer maim. mis one I 
cm7 accept. You hmte to change it to vehicles which are for col~mt~cn'on 
work.[PM; November 9,19951. 

He went on aarrating: 

... then l corne across the a p e n s  whom flrey wanted to bring. ... two solid 
waste expers. Those me fellows who &al with the collection of gmbage 
Md disposal md so f ~ h .  rien th& sokvy wos 45m & l b s  per month tat 
that tine in 1986. me next group war plumbet mechonics, ... the ones we 
ore ttaining a? Kyanrbogo. I called the PS and suid, ... these solid wmte 
expms who me rhey? ... we have goz yuung civil engineers, cm'i we send 
then instead of these people srqhg here for two years, cm? we use that 
money ro send our young engineers to counrnunrnes where these problems me 
und they leam and they corne so t h  we have out own solid experts. Don? 
you see t h  this sulmy is too big not men a presi&nt gets it? Inree, these 
plumber mecharu'cs, what about the people we tmin m Kyambogo? i askd 
her t h  but who wrote this agreement? S k  saki, "Ourselves.' 'Kuumbe' 
she was telling nce a lie. ... Im nor going to sign this agreement- Yuu take 
it back. It wos mi agreement with RY. this German Corporation. [PM; 
November 9, 19953. 

His views implied tbat if the agreement was not brought to the ministry already made 

merely seeking passive onicial endorsement, the input in tems  of participation of the 
Ugandan counterparts in making it must have been minimal. He went on to explain: 

... So, I understunà when they wenr tu RX, RX said. NO, we cmff c h g e  
mything i fhe ministet &nt w w  to sign, let the thing go back to World 
Bank. So, w M  I did was to c d  the World Bank Director. ... I told him I 
wos not going ?O sign the agreement becme ... it was not in our fmor. ... 
he said he was going to Warhington, he would rate it with him. he actualty 
took the agreement with Mn. ... I&dt Rnav hau the -ers reuched the 
Prime Minister'r ance then. So they wrote me a letter suying I was 
idcol@cd, f was agoinrt Westem aid. ..m; November 9,19951. 

From the fongoing nanative, extemal forces in sbaping the development agenda of 
Uganda d ' k t  dependence on foreign dictates. 

However, the story 1 had read and which intrigued me to ask about the contract 

was in a papa written by Chango Macho (1995: 2) carrying the sub-beading "political 
values and ideology': 

... when 1 was Minister of Water and Mineral Development, I refused to 
s i p  a contract witb a Eumpean Company. My reason was that the tems to 



be agmd weie to Uganda's disadvantage. Eventually the draft agreement 
was sent to the Worid Bank for the tevisioa of terms. But while it was 
then I got a letter fmm the Rime Minister 's office blaming me for refusing 
to sign the agreement and therefore accusing me of k ing  'ideological' and 
against 'Western Ait .  My reply was that the author was also k i n g  
ideological. But the point is, this is an example of people who think it is 
their opponents who are ideological because they are leftists, but they as 
rîghtists are not. One day a Maketere lecturer in literahire wondered 
whether the fiterature he was teaching his d e n t s  was idwlogical. ... such 
teachers beiieve that what is taught at foreip univenities where they go for 
further d e p s  is idedogidy neutral. (p.2). 

The statement from the office of the Rime Minister is indeed ideotogical, contesting 
Chango Macho's ideological position by (mis)using political position but guided by 

ideological orientation to 'discipline' and bring Chango Machyo in line, consistently in 

the service of foreign interest. The Rime Miaister's ideologicai position was advantaged 
by legai sanction, the weight of law - as an added advantage he had over and above the 

minister he was reprimand'mg - not that he was acting in a more patriotic and nationdistic 
people-centered manner. The Rime Minister's position was welded to a certain 
consciousness that did not allow him to break with the configuration of the ngime of 

truth that "consists of a totalit. of (his] world outlook." The Minister was reprimanded 
by the Rime Minister much as the Headmaster reprimands aa 'ideological' teacher or 

student; and as a teacher may do the same to a vocal and intellectuaiiy curious student 

thereby "moronizing" and "domesticating" instead of "liberating" himlher. However, it is 
of interest to note that both Chango Macho and his "boss" should be proâucts of the same 
school system yet did not have the same paradigrnatic orientation (Chango Machyo, 
1995; Macedo, 1993; Baran, 1%8; Freire, lm). 

Nonetheless, aid, from the foregoing, is a cornplex issue and basically 
problematic. The ceason for this is that aid in itself is moltifaceted in nature and takes 
different foms with many diffcmnt actors, intensts. values, beliefs, attitudes and 

orientations. In each case therefore, it would be judged specifically according to its merit 
although the assumptions, motives and paradigrnatic orientations underpinniag it is 
paramout. Is the intent of aid to build hope and self-detemination in the education 
system rather than in- dependence? Is it peredal or a ternporary measure to avert a 
crisis or emergency? 1s it targeted at the people who need it most or is it for enhancing 
the privilege of the already privileged and the schaols their children attend? 



7.4. UniQ and nationa! integratioi 

National unity and integration is one of the themes that emerged from the 
narratives of the participants. They were furtber put into the following sub-themes: 
intellechial community and its contribution to national integration; sectarianism and 

ethniciw and the role of language in nationai unity aad development 

Conside~g the importance an intellectual community plays in pmblematizing issues and 
search for their clarification for the bealth and development of any society, participants 
were asked to comment on the state of the intellectual community in Uganda. Dunggu, a 

policy maker, submitted the following view : 

The intellecnrcrl d y n o m i .  in this country h a  since become quite minimal i f  
not dead. ... I thhk o w  history. our immediate p t  [knockhg on the tabis 
for emphasis] thm is another question. We would ask ourselves whether 
we me us Ugandans inherently incapobe of being good prufesssors. goud 
teachers, incapable of lwking m issues m*ticd[v or whether our immediate 
part harfnctmted us, hris sort of suppressed ur in such a way thot we have 
nor been able, that thinking was a ltauy, that to become academic was a 
I u w y .  *... mat is mtother thing we may have to look a~ m-tically. w; 
November 6, 1995]- 

The view held by Ndahiro was that intellechialism has uadergoae senile decay over time 
in the country. This is supported by the views of a teacher educator from the schwl of 
education as he lamented that intellectual zeal was at its lowest ebb, yet promotion 
nmaineâ pegged on academic publication: 

For one to be promoted ... they comider much scholmy conm~butiions d 
forget the &y to doy contributions teahers me involved in. You have got 
to wrire at Ieast more r h  three publ icori  international& renown. But 
UgMda unà the poverty it is in rmd the e c o ~ m i c  recession or inflarionary 
simation it hm fmed mer since rhe '60s or the "70s. you find thor people are 
jusr surviving and the rate ofcrerrtr*wWty is reduced ond therefore wtiting or 
cteativity is also reduced. ... Lucd publishers are not ... inteniarionally 
recognizd.lTE; Septemkr 21.19951. 

According to Mpaka, a teacher educator, external forces play a key d e  in determiniag 
who should be promoted in the School of Education at Makerere University. What is not 
h o w n  is whether the relevance of the work to the needs of the country was normally 
coosidered as one of the fundamentai factors to consider in such works when seeking 

promotion as Duogp, a policy maker, pointed out 
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... we &n't have a committed intefleetzuzi group which is there to QllQlyc'e 
the problems of Ugan& unù be &able to foretell a d  guide govenvnent. 
Som people have méd fo come irp but I fhink that most people I have seem 
me more money - &en rhan reaiconcern for the social political economic 
posirion of t k i r  people. Mostpeople have gone into resemch becme they 
are being funded fiom outside, mt because somebody is committed. ... 
s o r n e ~  shou&i tae reusonabiy ~ ~ y e d  about a M situdon in or&r to 
overcom it und try to conmibute towardsPghting thor rincation. I think our 
inteliècluals are not mvroyed. neyate plain swimmets, opportunisrs when 
they see an N W  with money they will concoct a research in thor direction 
whet?tet it is imelevant - t k  Lr why research bas not been used to tramfom 
the community. Most research is more intentan*~~l&on'entt?d, so it is not 
about Ug& So I t h id  i f  we couiâ make it more relevant, but you see 
th4t t&s mure tim to trmsfonn thut intelkctual to be a lover of his own 
peopk rather t h  un exploiîer of h s  own people PM, October 3,199J1. 

The view held by Dunggu was that the external component in research funding 
undennined, rathet than enhanced, the cultivaiion and growth of a community of 
committed intellectuals concemed with relevant reseafch ta meet the needs of the country. 
The intellectuals available on the market are those who are eagaged in mining information 
fmm the people and exporting it abroad for cash (Altbach, 197 1 ; Berman, 1979; Amove, 
19ûû). The view expressed above is furthet rrflected in the objectives of the Center for 
Basic Research (CBR) which is a non-profit educational trust established to: 

(a) carry out research on social issues of  fundamental significance (b) to 
bring together in a cornmon endeavor mearchers fmm various sectors of 
Ugandan society, and (c) reverse the current trend whereby mon Ugandan 
researchers me m i n g  to paid consultancies, wherear resemch is turning 
into o non-natiollQlfunction,lernphasis mine] (cited fmm the back cover of, 
CBR publication No.5, 1989). 

In a simiiar tone in regard to the would-ôe people acting in capacities that take decisioas 
of paramount importance to the nation, a policy maker in the Ministry of education 
obsewed that =me nationai issues were not accordeci the serious attention they deserved: 

Ifyou have had time to see how or to get access to Hanard I think you 
wouid be interested to find out how much was this white poper discused. 1 
M a  friend in NRC who come to say a night before, "what is it about 
because I mus? understand f? tomomw we arc discussing it. wtaat is it? 
ïïuzt type of person ber contribution must have been minor. But how many 
views Md &as came? Evetybody saùi, "ah this education, let us p a s  iîw . 
Now people men were asking, "was B passed was it discussed? Why is it 
that they spend money dkwsing the presidentràl bill for three, four, five 
&ys Md everybody is excited and the White Paper wos discussed in a 
rush. ? [PM; November 10,1995). 



Lack of serioumess and sensitivity in discussing and deding with national issues was 

raised as a pmblem underxuining development. To this respondent, the Education Bill 

was "grasshoppd-over* without doing due justice to it considering the way it was 

disfussed in a rush. It was her contention tbat ducation matters were not taken seriously 
by parliamentarians as they would take days detmting other issues that may nat warrant 
all the time they norrnally dedicete to them. Mpaka, a tacher educator aiso obsewed that 

... ignorance on the part of the ùèveiopers or poiicy makers thus rhey 
uncien,otUe the rote of educ~tr~on anàpay mention to other meas of their 
coneem si'e they are thepIiticipns m; Septemkr 21.19951. 

Younger (lm) made the following analysis and it c o ~ p o n d s  well with what was 
raised by Muündwa on the Educaîion Bill and also ties well with Mpiil<as view that 

... to make the laws we elect representatives, through whom we govem 
ourselves. ~epmsentatives] ... have been heard ta admit that much of the 
time they do not lmow what it is they are votiag on ... Their vote on many 
bills, then, is at the direction of someone else, be he party leader, lobbyist 
or tnisted colleague; and that is not npresentative democracy (p.48). 

In other words such a person to whom people have delegated power to vote on their 
behalf may know little of the content of the bill. Simultaneously, some intellectuals can 
be motivated more by personal self-iaterest rather than coocem for the well king of 
people in Jociety. This also tends to be nflected in the kind of research suc6 intellectuals 

wish to carry out for extemal funders with no r e g 4  for national development Their 
t b s t  and orientation tend to subscribe to the modernization paradigm of development 

Alatas (1977) has identified two essential nquisites for the development of 
nationhood through national inregration based on a functional intelleaual community: 

One ... the effective leadership of a functioning intellectual group in the 
domain of thought. The other is the receptivity of the public to an ever 
increasing standard d thinlung, so that they becorne more selective in their 
choice of ideas and leadership in al1 fields. The public demand for a higher 
intellectual consciousness has to be encouraged by the intellectuals 
themselves. If this does not happa the tendency to devahate intellectuals 
will continue to flounsh at the expense of the public. When the intellectuals 
go down the fools go up. There has never been any instaace in bistory 
where the fwls have succeeded in solving national problems. The concept 
of a f d  is relative in degne as the concept of the intektual. It is relative 
to the task A minister may not k a fw1 as a head of a family, but he may 
be one as head of his ministry. The fods, Iike the intellectuals, can aisa 
constitute an infiuentiai group. If they control the nerve centres of out 
social and political order, it will take a long tirne to replace them because 
their tendency to breed is stmnger than what the intellectual can compete 



with, as the conditions required for theu breeding is readily available and 
easii y acccmpiished (p.2-3). 

WhatAlatas (1977) implies is tbat the country could be lacking economic justice, social 
justice, judicial justice, but there may dso be a serious lack of intellemial justice. Are the 
national problems in Uganda king tackled with inteiiectual justice instead of expioitative 
ignorance? In which way are teacher education institutions equipping teachers with skills 
to meet that challenge of preparing a future adult citizen imbued with intellechial justice, 
patriotism and compassion for hidher s0clCety? This calls for a type of teacher fiom the 
grasscoots to the highest level of leamhg who is an organic intelleaual (Kozol, 1982). 

7.4.2. Sectarianism and etlaicity 

One of the problems that were identifiied as a hindrance to national unity in 
Uganda is sectarianism based on issues like ethnicity or tribdism, religion, gender, 
elitism. and others. This could be manifested in various daily reaüties both in institutions 
like schools and in the wider society. Mpuiikize was asked on what basis the interaction 
of teachers in the staff room: He nsponded as follows: 

People have tended to generally si? in groups because of personal 
reicttionships srather thun depminiental a~1iation.s or intellectuai linkages. ... 
The group in which I sit, there are f ie  of us, one is a Chemistry teucher, I 
am History. another one is English, another one is Commerce and 
Accounîs, md mther one is Mmhematics. There is acRrally nothing that 
bindr us inteifectually together. But we itappen to be so close, so fn'ertdiy 
and we huve been liike rhat f0ryems.m; September 16,19953. 

Asked what made him so close to the teachers he had mentioned, he replied: 

... basicaily Ithink social aflliation becaure nwst of us did not kunv each 
other. Su l &nk know how we came to be like thot, ... Weli, we happen 
to corne basically from the same m a  but then ethnic distribution at the 
school har rather been - whm cm we c d  it, unequa!. Idon't think there har 
been a very conrcious effort on the part of the Hedmaster tu balance 
ethnicity of the mmbers of staff. So I think there uppeared to have been 
d o n i .  groups, for enanplle the &uuu group is more do ni in ru^ t h  the 

gror . ... Personally I canot c d  it mmbalism but I donrt know how it 
eume to e. Because as I wmt into the school mysey I didn't go there 
because of mry @liarion I h d  with rhe oclministratïon.~; September 16, 
19951. 

When he was further probed that possibly he could have also got to know about the 
vacant position in the s c h d  fram someane wbo came from the same area with him, his 
response was: 
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... fi is a very importa point that since recruitment har been persodized 
by the Hea&master, therefre, he wiil choose. But I cm not reafiy c~ltswer 
fhat for him. ... There is a feeling mwng cenain categories of stqfthat 
actuc12ly the Heud mater is tribaiistic. 77tat one is definitely there by. 
portr*culorty, groups othcr thun his own ethnic group....I was realfy 
surpnked. ... that people thought that I was &@end becuuse l happeend 
to k comUlgjFom the smne ethnicgrorip with the HeacjjnaSter. m e  is t k  
feeling, dcfniteiy it is t b e  within the s c h d  and ifsttlnCstics were fo be 
mken I don't think t h  the heodmaster W d  easily defenù h i m s e g m  
September 16,1995]. 

Teachen in a focus p u p  from a different school were asked in wbich way they 
considerd the school administration was relating to the rest of tbe staff with fallness and 
impaiiiality. One teacher implied that unequai tteatment was normal in such a setting: 

har is normal even yow father cannot provide the same Iove for al1 hi'. 
chilciin. So men in school or in any institution or organiiruion you find 
you c4nru,t get the sarne favor from the boss or you CCUULO~ have ail people 
in the same mea as yourjZends.m; August 24,1994. 

In other words, for this teacher, inequalities based on favorïtism were a nomal 
development in organizations, be it a family or a school setting. 

Views were solicited to establish how schoals were reducing or promoting 
"tnbalismw among shidents and Bwenge, a teacher participant said: 

I think we me promoring ir becmûe those who have wealth me the ones who 
me &le to edurme their &&en because education has become tqpemive 
for the purent. Su the regions which me not privileged wiff nut educate their 
chifien. So I think education somehow LF promoting nibrrllmz FR; August 
5, 19953. 

But Kiatu had a dierent view that: 

As far as I think. it is true those who have wealth are the ones who c m  take 
their children to guod schooIs for e;ll;cu~~ple gocd schwls that me &un, i 
c m  see thut they me schooIs which c m  bring chilrlien of diverse tribes. So 
whm strrdents cume d srudy together and so fonh they happen to interat, 
as fm as I c a  see, that tribafim hui'ndles becme they gerfnends. they go 
togethet, everything they do it together. So I see no reason why they 
should s t a n  haring each other when they have gone through the some 
su on m; August 5,199SJ. 

The argument that schaols do not enhance tribdism but if anything mitigate it when 
students from diierent tribes attend the same institution, has been one of the jdca t ions 
to maintain boardhg r h d s  in the country. But this also cm be challenged by the trend 
of events in the country for the l u t  thme decades. One question that cornes to mind is 
why most of the confiicts that have mvaged îhe country in the name of tribaiisrn ken 
championed by school products who attended the best boardhg schools in Uganda and 
beyond? Bwengye narrated that 
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I would like tu give my expen'ence. For me I was ccr Mdobore High 
School. in Rukungiri. and rhere w k n  we taiked of m'bdism it was in the 
e d y  '80s when we would slry these people who me coming fram the m h  
e a  people. Now for A'Level I came tu St. Mmyk KLNbi. To nry NlpnSe, 
nry best friend wczr fiom West Nile. And the people I came with fiom 
Kigeà somehow kcrrnre rny d e s .  So I rhmk If the goverment or the 
rnim~iitry of educuhCon cm encourage Mnts to put th& choices in 0 t h  
regions, I think it would solve t h  ptoblem of sectanmu'sm and tn*baIh. 
0t-e ifyou remain in yotîr locdity, you stud'y fion lMborma, you go 
to Mùarura trnnersz'ty, I think you beco~nc a bad tlgandan.m; August 5, 
199q. 

Is it not possible for people c leam that popIe from the north do not eat people without 
going to study in the north? Must the whole nation get on the move to study in dHerent 
parts of the country or samething else could be done, cheaply and even produce better 
results in pmmoting nationdistic sentiments than it bas k e n  the case previously? 

In the face of growing cuts on education funding bath by parents who are 
becoming poorer and are constantiy n-aiiocating scarce resources in the home because of 
competing priorities, poverty and diminished faith in the redemption education holds for 
many and the govemwnt - how c a .  national awareness be promoted among Ugandans 
without moving people or students fiom fat away places to other parts of the country? 
This would cal1 for new approaches in pedagogy that promote national identity by 

encouraging teachers and students to act 'glocally" and by promoting an education that is 

based on beliefs and practices that are oriented to national integration (Puranik, lm). 
ûne does not need first to travel abroad in order to appreciate other people as human 
beings who need respect, love, justice and protection of tbeir human rights. 

Studying from another region may not destroy wmng sentiments held against 
other people unleso.the cumculum and the approaches used in teaching are oriented to 
numiring the spirit of nationd integration. One may go to another part of the country as 
any tourist on adventure and corne back despising those people more than ever More - 
like the missionaries who wmte about the primitive native or Afncan they encountered or 
"discovend" (Toh, lm; Bmtringer, 1985). But one may also reacb a place and 
discover that after aiI they are good hearted people. hospitable, etc. For instance, the 
view held that the Europeans wsaved" Africa of a type of d b a l i s r n  that was unheard of 
in the metropole is questionable. ûthenvise the word would oot have existed in the 
English language before the "discovery" of Africa by Eumpeans. There is no race that 
can daim to bave no trace of a culture of cannibaiism. Similady, there is no race that bas 

a monopoly of such tendencies of violence, ody that other races have a moiiopoly of the 

use of civilized instruments of violence througb the monopoly of technology. The high- 
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tech Gulf War is a vivid example of yet how advanced industrial cultures rradily wage 

war in ways that M e c t  baibarism and some degree of racism. 
Kalema contributeci this view: 

The schools were set up on denominationai lines. Some were Proteszmt 
othen were cotholic others were Modem. So thut is ulso a sense of 
injusrce thm war done- Such thm the way the sndMs are bro~ght up in 
SOM schools. aithough it har chartged now, the= is a purtïcuhr thinking 
thor a person from this school is supposed to belong to Dernocran2 Pmty 
(DP) nrch tiar d h g h  it is f&g it is srül there-m; August 4,19951. 

Asked whether they believed such parochiai tendencies stül enjoyed room in the school 
system, Kalema responded that: 

The schml system is not in support of such but students from a pluce like 
Anra becuuse of the cornpetitive mature of the systenr, students could no 
longer get the gr&s thut c m  make them compete ro enter these old schools. 
For exmple, a penon jFom Kigezi will remin thete. ?ben even when it 
cornes to OtLevel a person from Kapichonva ccm no? gef the required 
aggregates fw these schools. So, what 1 can see is t h  elitism is going tu 
remain. 7ne schoolk in Kmp& or the gtwd schools are going to be 
domi~ted by the people amund KmpaLa suttounàings and then those 
students me going to remain there. Su. the impuct will be that eûkcation 
wiil be now for elites only. For example it is believed that, although I ?we 
no concrete dota, 60% who are a&nitted to Makerete me from the &est 
schools m o u d  So that is a baàprecedmt m relanbn to the globe. nutional 
a h  of eciucation. m e  fact that the s t d n t s  who go to Makerere corne from 
very few schools then also creates a sense of imbalance rhm is mwunted 
Md th<u will &O create that clars @the elites which will be o permanent 
f e a ~ e  in the Ugandan society. especiully given the in-taRe. the cutsff 
points and whPr not. It is Only very few stu&nts who c m  make it from 
these urbon schools. So it is going to nake the rural poor affected 
throughout m; August 4, 199Sj. 

Cleariy, divisions based on nvsl and urban schools have helped to repromice inequaiities 
evident in admissions at the universïty level which is a monopoly of the 'tribe' of urban 
elites. According to Magezi, it was no longer tribalism but elitism based on economic 
realities k i n g  the country: 

I think the eihnic conposition of the stutents in these goud schooIs is no? 
attributedto m~balismarsuch but to the economy. For ex~mple somebody 
is in a wal mea, she couU k o goodsndent but because het parents cannot 
affwd to se& ha tu a goodschd she con? corne to N d o o ~  us such, so it 
haF nothing to do with hibulism or to the tribal feelings of Heads of 
institutions as such but to the poor eco~nric statu of the parents (TR; 
August 4,19951. 

The geographical development of schools in the coloniaümissionary era concentrated 
moôemization in one region and this tilted social. political and ecoamic balance in favor 



of the tribes that wen located in such areas as Buganda. One cannot totally ignore the 
fact that one region, and even one tribe, can be put at an advantage in relation to other 
regions or tribes. The view that urban areas an inhabited by people of various ethnic 
origins shouid not ovedook the fact that ethnic niimkts are not representative in those 
urban areas. Balita held the view that 

The scihod cu171*cuLum is very clror. It h no inclinorion to mœbalism. The 
probtem is that the chilciken who will berne Iecrders me in better schaoLs 
camparedto someone in the other one. So that is already a set culture- 
Those who are M i n g  were once in good sciiooLs - nur in buâ schoois. ... 
u w a  pen*odofyemr youute an OB of the schoold in thor sense you me 
not going tu bteak thut  diti ion the mornent you me in puwer. You will be 
looking ot thfi s c h d  m; August 4199q. 

Indeed it is  through some old boys or old girls clubs that it has been possible for some 
parents in simüar circles to penetrate and obtain places for theit children in some elitist 
schools. As one Ministry official noted, some old boys and old gils of @cular schools 
use th& clout to reject or impose demands on the quaüfcations of teachers that wiU teach 
in their former schools, Musoke held the belief that 

... tribaiism is an extension of a fmily. a. clmr or o m%e. So people feel 
proud of ther tribes andfiel like belonging to them. Wu the problem is thar 
MW we have a confict between m-balim and n&o~Iism, trhra is Ugruidan 
mtionulism. Because men in Anienca, Ituliimrr have their own things. 
French have their own things. ... Now politici411~ accuse us that we me not 
lt~n*onaZiStic, you me rwt a Ugmidan ?tationaiiist but one temon why many 
people me not is the fauit of the poliricians themrehtes. Beccarse ifyou w ~ t  
to iMke me a Ugan&n nat2nat2~ltQlistyou nwst moRe it appear so well t h  it is 
in niy interest to be a Ug& MflOnulist. I might get soniething out of it 
because, ifa man now lmks okay there is this nanoon c&d Ugrmda ifwhat 
I gain is negative, I mqv not feel like belunging tu it. It is up to the 
politicim tu see ?hm we have Ugan&, there is W g e  nationalism and 
these me the pusirive advantages you get by being a Ugan&n other than a 
Mugandcl, Unless yoic have something tu show - this is wiuu you get by 
being o Ugcmdmi a, b,c advantages rather tllmpre~ching. You wonr clttract 
him by preaching "you be a Clgmdon, be o Wgandrur, when a man aEks 
w h  & ?gain? m; Aupst 4,19951. 

According to Musoke, "pceaching* is not an effective instrument for building 
nationalism. Teachers were ai- asked why they were inciined to think that schools 
teproduce seotiments of disunity instead of encowaging people to look at themselves as 

Ugandans Oae teacher respcmded thus: 

When you me a History teacher and a MugQndcl, you may be tempted tu 
glorih the B a g a d .  Some teuchers go to the ment of saying that they 
removed B Ond it became Uganda. So that imtills a seme of superiority 
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among the Baganda aguinst other maes. W n  it comes to anuzher person 
who hates the Bagan& then k would say rhor they benayed the came mrd 
inrtead ofresi~nng with Bunyoro they were used by the British. Thnt issue 
of ttibaiim comes in Pom zhere and tkm.  ... Most of these books were 
w7inen by the Europeanr und tlcey furr glorily rhe Batganda because the 
Bagadu guve them sanctuary, they coliaborated. ... Mwmga did nor 
collaborclte~ in history he was @en a very poor image - very uncouth. 
borhric, brnosexua19 etc, But now you see how they praLre Sir Apollo 
Kapu. He was a Km*kiro and a Christian. n>ey soy he was intelligent, 
fowmd looking, civiliud. ev-hing - so those were the writers, the 
Ewopeuns. Witoever collabotated they praSe4 whoevet dld net - ùwk a 
Kabalega - vev brutal. very &ckw4tdv [al1 teachers h g h ]  look at it, 
stupirl, so that is how tliey wrote t h  books. August 4, 19951. 

Another voice echoed a s i d a r  doubt about education in as fa .  as conrributing to national 
unity as follow s: 

... tu a great extent it does hot because of the history of education in 
Uganda. First of al1 it wus baseà on religion. So there were schools 
supposedto be mictly for Moslems d those for Protestants. ... you c m  
not b e  l l~nonal  unity when some of us Rnow there was the Namirernbe 
battle of 1892 which led to other problems which have prevailed up ro 
t0drry.m; Aupst 24,1995J. 

Kirundi went on to say that 

... the nature of educution, some of these people who become educmed live 
in places where they have lost contact with their relatives at home ... 
Because most of these people with rheir white collm jobs want either ro live 
in t o m  or ifyou were a teacher in a secondmy school you will be in a 
secondmy school like Ntme and ifthere me problems m home or ifpeople. 
there is work or anything requiring group work you will not he1p.m; 
August 24, 1995]. 

He contended that 

... ewn we people who huve been in s c h d  me divi&d depending on our 
professions. Because you jind there is discrepancy between those who 
have done agnicuture or VeteriCkmy medicine or Engineering. One afet 
@fiin&, before he has even gone to thejieGd9 the goventment gives him a 
vehicle inut the other person who tr conring to write on the blackbourd 
might spmd 20 yems men get pemWon wirhout driving. And then becme 
of thor gnp you cm not rit together and discuss issues which ... lead to 
nationui aatelopment. Because someone who is alwqs in a suit or in 
towns or these big hotek will mt huve to sit with a person workîng in a 
remote p k e  like thfi one. m; August 24,199a. 

Effort was made to fiad out from the focus group why as teachen they persisted in 
teaching things wbich, according to them, were not responàing to the desired national 
unity and nationai integmtion. The iwponse was: "niese e s ,  iit Is hica l l y  forpassing 



One administrator also pointed out that in one teacher education institution 
students were inclined to their ethic organizations more tban identif'ng thselves as 
teachers p u p s :  

... the rype of trcuLmhg these teachers get here might no? be p e p W n g  them 
for ncatihnui uniîy at mttronal b e l .  Becme these teuchets here emphasi,~e 
w k ~  1 wouId cal1 tribol groups - AhXESA siu&nlsjPom Kàbaie, Kisoro, 
Ruknrgiti, Bushenyi, Marota. M7ESA actually is ... a group of the 
former AnkoIe and Kigeri Districts. Ankole Kigezi Teahers Students 
Association. People Pom Teso, people from, people front Busoga, 
Bugondif - now when they are hete evar in Makerere they have meetings 
they disctîss a lot of stuff to do with those local issues. Now they hordty sit 
hete mdsuy grnrhrnte teacktsyou ate mw going out us grnAllnte teachers, 
we mc MW going ?O join our fellavs t h  w k t  are we going with. how 
c m  we keep in touch - owselves anà those others. So in other wordr when 
they me here they are more concemed with unity of the local meas where 
they come from. m; November ,199q. 

The views expressed in the nanatives revealed overwheImiDgiy that the present pmcesses 
of teaching and leaming do not facilitate students in developing a sense of culhuai and 
national identity - a feeling of belonging to a Society that traascends clan, tribe and ethnic 
origins. To what extent do tacher education institutions prepare teachers who can assist 
their students ta work effectively in groups using some of the strategies involved in 
cooperative learning to help them develop greatet respect for one another's point of view, 
assume responsibility fortheir share of a task, and become familiar with peacefui means 
of confiict resolution? From a point of view of social cohesion, social stabiiity and even 

development, this would be a si@cant endeavor woith pursuing. 

7.4.3. Langaage and national integatlon 

Views were solicited from teachers, policy makers, and other educationists who 

either were directly participahg in this study or were attending a conference. Since they 
were publicly declaring their views 1 took the opportunity to tap these views which 
emergeâ spcnttaneously without the obtrusiveness that an interview would impose on an 
individual. The issue of language is contentious and highly contested in the education 
system of Uganda. Ruyonga advancd the argument t h a ~  

Ekrlierlong when e r i i r ~ ~ o n  w a  ufforthble by muny people and educution 
was organized a littfe better than it is MW Md teachers could be posted 
wherwer th& services w m  needed not posred wkre  thqt want as the case 
is t d y ,  1 think tn~bctlism was being fotght seeriudy. Because you wwld 
find students say from Kobale going to Muroto and studing from thete. 
Sornebo<iyfrom Kampala here could go to Ana d stuày from there. But 



wkn  you t& statratrsnics now l am sun you will find no w e s t w  stuàying 
fiom Anca now, or Lago or Acholi. So 1 really believe that thing of the 
one who har should pay a d  get the erliccution hus caused this imbahce 
and it redly Cteates a lot of trr-balism. Like now. we me now speakîng 
vetlsctcuiar. We me seriouslyflgiin'ng it but I remember when I was at 
school and we h d  diverse m-&es there was 110 need of saying don 't speak 
ventcurub. You hoda h g i  here you h i  an Achoü thete.nR; August 5, 
19951. 
When teachers were asked to comment on the position dindigenous languages in 

the scbool setting, they said, "hganda is not encowtzged. In f a t  the students are 
punished when they speak LuganthW Asked vhy it was discouragd, another teacher 
said, "It is the administraion." and yet anothet teacher intnjected with a dif5erent view 

that since " ... exam me set in English, in order for the stuàknts tu pars the emminatl*ionr 
they have to pructice Engiish." Mumke commentecl that: 

Because at this fomautive stage you need to stan thinking emly in English 
mid the best way to do it is to nrake it thea working hnguage so that they 
think in it so t h  instead of thinking in L u g d  a d  nanrhte in English that 
is dungerous FR; August 4,19953. 

In addition, another teacher said that: 

I would agree thut in the lower p n * m ~ f y  in mst pmts of the counw they 
use @ren.t languages especidty in the lower claisses. Eàch m a  uses its 
own hguage Md when it cornes to natioruù levek they set these exams in 
English. So you find that it is a problem to these m a l  schooIs. Zbey fail 
because of this coniponent of English. Most of t h  me tmcght in Luganda 
or Rukr'gu or other venucuIms when it cornes to other things. When they 
go hone they speak their mother tongues, but when it coma to P L E .  then 
they set in English Even t k  teachers in thse meus may mt be cornfortable 
with English. The Englfsh thqt ànow they ny to aanslate things into th& 
ventaculat for their students to un&rstand. When it canes to tkse ~ t i o n a l  
exam. t k n  it brUIgs the variataions in grades. not because these ieochers 
&nV kmw how ro teuch b u  the component of English Md the pfactice of 
English at home. m; August 4, lm. 

An adult educator who participated in a conference on "Education for Allu made the 

following observation: 

... I think it is a very big issue oppmently, a rumrber of e d u ~ ~ o n i s t s  are 
drliberately discowaging the impartance pked on English. Ithink mrmy of 
w@el lrhm it is aiieMting our c u h s  anà so on and I think I tinies feel 
t h  thete is a deliberate e f i  to play down the role of English in out 
educatiion system. And yet. and ye? we use English al1 through. English 3 
the oflcicl hguage. and not on& o#rciaZ longuage it is the language in 
most places where we go for semices - hospitals. whatever it is. It is 
English. English . English. ... I don? know whether no, observation 



corresponds tu the realicy und this of course is snonger in certain ploces, 
pm» of the country t h  others ... I don't know whether it doem't very 
m h  affect the total qrcolip of education becawe this is the rool p u  use rnd 
i f t h  tool is m~properiy acquired, you know, the medium, if t h  medium 
is still weak Idont see b w  we can acturrtly tdk of the @ity of eciuatiun 
wi'thout rectifying thPr ~ o m u f y .  I don't know.[Cderence Wrticipant; 
Novemkr 15,1993. 

According to this educationist, English has not been privileged enough in ternis of 
attention and tbis is dfecting the total quality of education. In appreciatioa for this self- 
castigation that the standard of the Queen's language is fding, the British expatriate 

As mi tqpatr+~ae ir is dways a linle bit of a probient to docote  English 
because some people say yes you advocme because it is yow Irguage. But 
Makerere employs me to &mate it. This is my job ond that is the job I 
have been &hg for the pcrst few yems. One thing I will say very smngly 
anù I will fake an exampfe from South Afnca of this one. The ANC in 
South Ama always campuignr for the use of English in schools because 
&y said the use of orher lànguages was ghettoizl'ng and nimginuiizing thair 
chilcfen. And whm we see in Ugorula is thar the poor patents me being 
ghettoized and rnmgillOIùed in the scb& because English is nor used fiom 
P .I th& children because English is not being used from PI .  And the 
weaithy parents me dl opting out from thm. Now if you wish to ghettoize 
ond mmginalize yuur chiUren you know whai to do. l mean ifyou have the 
mney you moAe the chice [Conference Patticipant; November 15.19951. 

The poor were exposeà to poom and irreievant education because they studied in local 
languages. In other words, their poverty could be partly traced in the Local Languages. 
To the expatriate, Engiish enables the poor to leave the ghettoes and its marginalization 
and lead the promisad modern life. 

A Minister similarly observed that students of Muduma who participated in 
science demonstrations were doing a lot better in their local language. But whenever they 
switched to English, their speed would slow down and they could not express 
themselves. He, therefore, concluded tbat it was because they were mostly speaking 
their local language whicb deprived tbem of the oppommity to use Eoglish. He went on 
to ider that it explained why schools in rurai areas were not doing well in national 
examinatiom. But one female participant offered the follawing dissenting view from that 
of the expatriate and which also idonris the views advauced by the minister that 

..~his dlegarion thm we ate ghettoizing e&cation, that we me speokng the 
mothet tungue. ... I think a mother tongue taught properS c m  prmide the 
basic literocy t b  you needto build on to -dite the ieuching of a second 
lmiguage as English. I would Iik - pleuse ha& up people who started 
English in P.3.[dmost aiipwti'cipants] Arïght. S o m  of tkse people me the 
most proficient speakers mrd moters of the English language. If the mother 



tongues are taght propetiy they m-11 be zrooL tthey will be positive zmLs in 
teaching. Whm is uetually happening is  t h  English is not being m g t a  
properly. ... t h e  ure no reoding books in the primmy. in the secondmy 
and miversity. And the o t k  problem ... is the eumining- ... 1 am gùzd 
thut exminatlion is pduaIlly gofng tu where it used to be where children 
con express themselves in jhll sentences, where they me going back to 
wriring at lc4sronepotogrqph compositions mid where they are becoming a 
linle bit litmute. .... stming wgth this year OIIWQI&, books me st~~ttl-ng 20 
go down to the S C ~ O O ~ S ,  iextbookx in EngIish* Srmting with next yem. 
World Bank fundng, re&s rpr going to be ptovided [Confmnce 
Participant; November 15,1995]. 

According to her, local languages are a scapegoat for those who do not want to see them 
survive. Siiariy,  mdemization blames tiaditiodcultnral practices as responsible for 
underdevelopment OUierwise they are not responsible for the poor standards of English. 
If mything, tegching local languages weil facilitates lcarning hglish. The problems of 
English therefore should k traced elsewhere. The Minister of State for Education had 
this to say on the language issue: 

Language:outcol~~n~tuhOnsoys we should teach ow own languages .. our 
langmges in our local meas must be promoted. Obviously in certain 
cosmopolitun areas this might rwt k aole to be dom. Because when you 
tak about a place fike Nakaseero P r i ~ r i n u a y  School w h e  you have al1 the 
tribes of Ug& the question would be: whar lmguage do you teach? 
[Lugan&, parrrparrrciponts munnuredl. ... In a place like Mpigi in nry phce, 
itlr srraight foward, you teuch the local language. In a place like 
Nakizseero, like Buganda Road, iike Rohana, Kampala Parents whar 
language do you teach? [Lugun&, the audience stilL pointed out] So [on a 
high note] l think wlrat eveniuoly we mght - we mighr have to do is to look 
a~ difierem statistics of different amas. look for w b t  I called belief values. 
niare woulà be specicrl cases and the special cases might have to be reated 
espea!dZy. Anù we m s t  be very careful with this lmguage business &o. 
Tcmcanàtried to emplrarze SwahiIi f h q  now have 10 get English teachers 
from Ugan&. We nuut be vcry cmefl. But I think the policy would be to 
te& mother tonguc. Ithink the other hguage  thq, had brought abut wus 
Swahili. I dont h w  rit will be a subject. 1 I n ' ?  &MW how it will be 
&ne. But that is olso thete. in our constiturz'on they hmte said you can 
devetup any hnguoge, English king the os<ciaL Irprguage, develop local 
ùzngtiuges and any other lànguuge mon. F. Babu, Minister of State for 
Education; November 16,199sJ. 

Why is the attitude of this official not ody ambivalent but negative towards Kiswahili? 
As is noted in the Government White Paper, (1992): 

codicting aims and the pnjudices rrsulting ftom deficient views and 
outiooks to life as weU as narrow seUSsh intensts, bave made it difficult for 
the country to develop a conmon national language for Uganda. This has 
b e n  one of the most fundamentai causes of social conflicts and economic 
backwardness (p. 15). 
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It is evident from the foregoing. that the chief custodian of govemment policy in the 

Ministry of Education and Sports is either not a w m  of wbat the policy document, the 

Government White Paper, cledy states or he is disinterestcd in its success. The policy 
states thus: 

. * JG *sw ahth and E w s h  W. 111 be tau@ t as c o ~ u l s o r v  subiecb to 4 -- - - -  - 

- - -  - .  - 

es and teachers will be. however. be p d m a c e d  
~ l a n m ü l p e ~ ~ t ~ a t i m  for m h ~ g  . . 1J& . - - 

d social d e v e l m n t  (p. 19). 

It is furthrr put cleariy as part of recommendation R7: (b) that "& swahili and E m  
w r v  sebkets for al1 seco- school students". The policy 
document also is aware that "Some intemationally recognized snidies indicate that in 

Uganda, Kiswahili has the highest number of people (3W) speakiag it as theù second 
languagew (p. 18). This policy document goes on to recommend: 

(b) 3 NTCs to specialize in lanpages. ... Kiswahili will be the main 
language taught at the t h e  NTCs and it will take the largest share of 
students. ... Kiswahii, curriculum studies, Development studies, ... are to 
k taught compulsarily as pm of the core programme of d l  NTCs. ... 426. 
(i) The crash programme for training teachers will begin during 1992/93. 
Tutors are soan to be remiited from Tanzania, Kenya and from inside 
Uganda to irnplernent this decision. 

In other words, Kiswahîii is not only includad but it is a compulsory subject at primary 
and secondary as part of the core pmgram of ail NTCs. It would be interesting to 

investigate the extent Kiswahiii enjoys the good will of policy makers and their interest in 
its success as a national language poiicy and how its implemeniation is piognssing. 

AIthough the schools have tried theu best to destroy indigenou culture through 
denying local laquages Epece in the school setting, there was underground resistance as 

Kalema's narrative revealed: 

Whcn it cornes $0 instilling tributim in the curriculum, you find thor 
afthrough English is the oflcial lenguage we dont have O national lrurguage. 
And since thete is that issue of nrperion'ty thm each one w m s  to promote 
Lis own hnguage o>en in schwls, aithough it coulü be an o&-ial policy of 
the school that students shouïd speak English moud the compound, but 
when they go tu the donnitories they speuù their ùmguages.,.,.. even m the 
University you find s tdnts  ~t speaking English but their vcltl*ous in'bal 
hgwges. ... Most of the good schools me in Bug&. me B a g d r f e c l  
that Lugmrda shouid be the medium of communic~*on outside English. 
When it comes to instihrtions which don? have prefects like those of higher 
leming the students tend tu put the ~ i b a l  line of thinking through their 
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Students' reaction as Kalerna bas describsd is characteristic of the stniggies indigenous 
knowledge, languages and cultures have been undergohg as a fonn of nsistance to 

sufbcation and total extinction. Another teacher, Balita, was of the view that it was 

appropriate to coerce stridents hto Speaang Eagiïsh for the sake of pashg exams: 

When they me still young, yes. We me ttdning funae leaders, anà 
intent~tl-od 1e-s - not kai Ze&s. Intmutbnally, you need to know 
some h i c  intemational hguage. Swahili is regiontaf. m; August 4, 
199SJ. 

The view held by some teachers is that non-foceign languages are local, idenor, 
regional, and not international- These are deeply rooted views in institutions and other 
related sectors and organizations that provide sup- to the entire system of education as 
Boooa, teacher educator, asked inetoricaliy tbat, What bene@ would o local Ionguage 
for imance being used a~ a national htguage  he@ us othet than. you c m  put that off 
record ... ?" How many people speak Engiish in Uganda is a question that is least 
entertained, or at best considered imlevant. Why was Ngugi (19â7) not exüed vhen he 
was still h t i n g  in Engiish but when he started writing in Gikuyu to dialogue with the 
grassmts it was considered undesirable? It might suffice to Say that indigenous 
Ianguages are endangered species in their rightful societies. As Dajo testified, languages 
other than English are systemically king marghalized and persecuted in the formal 
school system. 

In many schools &nts me nat allowed tu s e  th& vemacuks. In fa 
at one time we colliàèd with the Heahs ter  in one school in Bugando k e .  
Som pupih were to be putufshed by the heahaster because k fd them 
talking Luganàà. So they were condemned, conrlemning them of hearing 
theni imitating vernacular. Now we teachers organized owselves and 
refured ?haî these chiken can mt be pimished main& becaure hg& ir 
on the time-table. We teoch them tugan&, now ifthey sp& it we punish 
thein?TTr: Workshop, I l  Nov; 1993 

Similarly, teachers who stood by the pupils who wen  pending punishment could be 
viewed as partly msisting the giobalization pmject dEnglish that i s  elirninating any other 
possibilities of swival of other languages in the school scüing. Rinishing to students 

for not speaking the "Queen's language" hm kept English as one of the colonial relia 
instrumental in perpetuating a nostalgia of the colonial days popularly calleci "the g d  

old daysw when Engiish was taught properly by white expatriate teachers. Barber (1995) 
also captures the situation Mvidly: 
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In British colonies, the imposition of English language and English 
iiterahue repnscnted claims to the superiority of British civilizatioa which 
were ultimately backed by force. Post colonialism, following Fanon, 
argues that indigenous lanpages and üteratures were devalued and 
displad, and the colonial subject cuituraüy andlinguisticalty dispossessed, 
1esding to deep loss of seIf-estcern and colturaï confidence. ... the colonial 
abject is caught up in a double bind ktween the "catalepsy" of total self- 
identification with imperid culhaal values and the "petrifaction" of adhering 
to a devalued, "calcifiedu indigenous system "whose developmental 
momentum has been checked by cdonialism (Barber, 1995: 4). 

Much as 1 recognize the value of learning languages other than one's o n ,  it is hard to 
justify the logic behind the penecuticm of local languages and giving English a specially 
pnvileged position in the cumculum as seen in its compulsory status in schools, the 

many lessons it enjoys compared to other subjects, and the punisbments inflicteci on 
those who resist speairing, thinking and acting in it. When students fail to express 
themselves in both lacal languages and Engüsh in the future, they are condemed for 
king misfts in society when in d t y  the school is sewing to disorient them. 

Surprisingly, with dl that empbasis on the Queen's language as the cultural 
capital for success, ever since it was intmduced in a country of alrnost 17 million people, 
oniy a handful delites can speak and undentand it. But many people weR beaten at one 

time for leaming this suppsedly important language for opening gaies of success. Its 
failure to spread and unite the country is aiways associated with lack of funds, teachers, 
books without ever considering the other factors under play, like inherent resistaace to it 
by the people in their effort to throw it away as part of the dits of colonialisrn. 1 think 
there is an aspect of a colonized mhd that actively thrives on insensitivity to some of the 
mal concerns. The cumnt, debate in Uganda is, why is it that Engiish standards are 
falling; why should Lugan& bc a national langoage or Luo or Kiswahili? Or where can 

such lanpages take you? The question that nevet features in the debate is: what is novel 
that has been exclwively achieved with the Engüsh language that is beyond d i ra t ion  

with an altemative language? (Okot pBitek, 1970; Nandy, 1983; Ngugi, 1987). This is 
the position held by victims of the intimate enemy rclationship between the colonizer and 
the colonized &d. For instance, Kupma erg& that: 

People came with vorious views especially those who have hadpolitical 
economy. But on nry pmt l felr t h  sonicone cm use a foreign Jonguage to 
build up a ltcitionai ecorwmy or &elopment. For euaple. we c m  be able 
to comrmmicate. It is O bit difieu& tu begin with Kiswahili or whar - but 
that one we will have to p h  for it. But a thLF t h e  I would not oLFo iike to 
say t h  it is very b d t o  have English which tu us of vatious ethic groups 
in Ugan& cm ot lecrst Mng sum representtaives from there, we talkfrom 



sunieone from AnCa. we talk with sotneone from Rukungiri, we t d k  with 
someonefrom Kmamoju or what. Now what we n d  to have is uwmeness. 
And of course it is Unportaat to be inculcated ihto the d e n t s  - jut to huve 
that uwureness thot t h e  me certain goals wluch as Ug4ndmu or A f i c w  
d m  or. Now the h g u a g e  irseifit is good we are mure that it is a foreign 
h g u o g e ,  we know that it isnr ours. but we are urhg it for a purpose so 
long as it Is fcmimds ~'onLzl&eIopment. m; August 5,19951. 

This teacher was expressing himselfinnocently, c o a s i d e ~ g  a laquage as neutral, value 

fne just as a conveyor belt d the chenshed secrets ddevelopment. He lodrs at it as the 
ernbodiment of Qvüization and progtess with no possible alternatives which is an attitude 

of dependence. The attitude and orientation of a language and the woridview used to 

introduœ it influences the way it is wed to mediate relations in Me. Production itself is 
not divorced from language. What is wrong with someone fluent in Kiswahili 
representing his people in parliament and debating national issues? As Ngugi (1981) 
says we produce in a culture. So culture and language are about production and 

development 
The languages which are constantly witch-hunted in rhools are a clear indication 

that local and indigenoos contribution in the school setting is viewed as a hindrance to 
development that have to be manipulatively denied a voice in the cumcuIum or kept 
outside the school setting completely. As part of the modemization process, local 
languages aie identifled by the advocates of the mdernizatiou paradigm as inhibiting 
national integration and development. 

Loolring also at English as possessing a package of unity and national integration 
exclusively is like the modemization syndrome blanketing most Sou& countries that what 
is foreign works best and whet is indigenous inhibits development. 1 do not think 
English holds a key to national integration and unity. Some other StnictwaI factors could 
be more nsponàble. Looking at some of the local langages like Kiswahifi, Tamania 
has done a lot more with it than any other East African country. The daim that there are 
no reading materials for Kiswabili can be aiso said for English. Focusing on the 
expenses involved only without considering what is iost in terms of national 
disintegatim and disunity misses the point It is like changing the names of districts by 

d l i n g  them names of towas e.g., Ankole District to Mbaram District or -go District to 
Lira District without adciressing the fundamental structurai inqualitieolimbalances in 
development that pmmote tribalism. 

It is important therefon to note that language is only one of the many imperatives 
that cm facilitate or enhance national integmtion but tbat i t is not a panacea. The argument 
that in edier days, physical integration thmugh education was possible when students 
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codd move from one part of the country to another and study with students of a different 
tribe from his or her own need not be consumed uncriticdy. 1 do not believe that 
appreciation of one another if it at al1 twk place at that time was due to English, as if 
English hes a monopoly of generating the necessary positive attitudes conducive for the 
process of integtation. Monover, it is no longer feasible under the present budget cuts 
both at family and national level. If Engüsh had the margic to forge unity, lrcland and 
England would pmbabIy be more uniteci than Uganda. The Engiish language is not a 
panacea to mity problems. We nced to look at other factors îbat undermine unity and 
national integration. It may also be said that with cooperation, an indigenous language 
properly utilized codd advance the cause of national uEty more than what English has 
achieved ever since it appearrd in Ugaada English has failed to gain any organic linlrages 
because of its exclusive elitist-cultural nature. Some people who have been exposed to it 

tend to forget it when they luive school because of its ümited practical nature in their daily 
reality. It needs a relevant coatext whîch is very limited and remains an exclusive 
privilege of a few elites and those who work in places when elites exclusively go for 
service. These places are oot -den by human k i n g  of all walks of Me. What if a 
bilingual policy was put in place, woulda't indigenous ianguages CO-exist with the 

official language without necessarily docating the aabodiment of the local cultures? In 
other words, a harmonious and balanced language pdicy needs to be sought 

7.5. Relevanec of educatioi ta development 

The relevance of education to needs of societal development feattued as one of the 

themes in the views and narratives participants shared. Through their voices, teachers 
reflected on the quaiity of education in terms of its adequacy, appropriateneos and 
relevance of tâe c d c u l a  in relation to meeting the needs of the country specifically 
considering its contribution to the promotion of critical thinking, positive attitudes and 
skills that would Iead to building an integrated self-reliant egalitarian and just society. 
But befon Mews of teachers are cegistereâ, the Gavernmtnt White Paper noted that in the 
secondary schml cVmculum. 

the teaching of practical and science subjects bas degenerated into a 
theoretical exercise with emphasis coatinuing to be placed on acedcanc 
performance, neglecting the practical aspects and the application of 
knowledge to the solvin of problems especidy in mtal m a s ,  industry and 
in socid life generdly ( 80 vemment White Paper, 1992: p.71). 



MpurüUze was asked in which way education in his schaol was pnparing rü-reliant 
citizens and his rrspoase was that: 

Our system of eriircatibn ... dws ~t redy  o f i  out stuàents the chance ro 
be selfrrIiant. hcu are mtï'odprobZems, for excllllpie, we teeh the way 
we teach because of t k  equiilllcnt we have crnd I rhfnk we c m  MI escape 
that f~ctor. We have rhmptubI;em t h  M i n  the system of erhccaion there 
me 0 t h  tiiings which e&&n c m  mt do uniess other f ~ s  outsi& the 
e&can*m systrm are also ad@ted m; Septemk 16,19951. 

However, the azsumption ihat fun& as a single vasiable can transfom the educationai 
landscape in terms of attitudes, paradigmatic orientations mcds to be criticaliy revisited. 
Lack of funds is a syndrome that renders itself to the modeniization paradigm which 
believes in fuing everything technicdy, be it attitudes, world views and orientations. 
This is not to say that fun& are imlevant to the critical paradigm of teaching. Teachers' 
pedagogical orientation may d o w  them to seek solutions to thei challenges by looking at 

funds or a particular method of work as the onty way of doing things and hence 
obscurhg and nihg out other creative, imaginative aitemative initiatives which is again 
typical of the uniünear technocrati Jmodemization paradigm. 

In one focus group teachers were asked in which way they considered the 
education system contributing to national development and Obadia explained as foilows: 

... ideally in our profession we shouId en&avor to excite the childls mind 
not on& $0 imbibe informution amireproduce it pet se ut the end of the d q  
but I think tu gui& this child to see rrationolly issues that are obtuining 
whether educmod, cultural orpuliticctl, and then later on reflect on these 
issues ond see w k t b  he cian manipulate the knowledge p h  a sense of 
d y s i s  to corne out wirh something ~~~~ve. ... on the ground, in the 
Ug& context, whar we see is completely contrury. ... a teacher of 
literature's r& wkther French or English liter-e should be making 
studenrs see the semblrrnce of life in these tats t h  thev read and studv. 
But I don't th* we do ewügh 10 change the* behovior m; August 5, 
1995]. 

he clcrssroom fonn of schoding fn the Ugan&n context does MI seem to 
bring into place the red lifc qetiencc out side the classtoom. We me 
covenong contents, we me covm~ng sylIrraus, we are sclyfng objectives me ut 
the end of the &y this chiùi bas p s e d .  ... a stuclent of lüerature who has 
w a k d  the corridors of litmature shouùi be aùle to more an, k sbulà ùe 
able moral& ?O k positively dected. I cdI that mord devclopment. ... me 
outpur we get MW& me sndcns who when they cone tu terms with real 
lve donn'r make rrrtionaljudgment. Tney don't men have the nord sense. I 
think the little influence t h  teachers make in dfffèrent discàplines in 
their classrooms is nor much reflected by our students at the end. ... Z 



would huve expected a senior Su: shccient who has &ne literature fiom S.1 
or S.3 10 be able 2 0  write a piece of apoem, to be able to communicate uting 
the skiils we have taght h imm;  August 5,1995J. 

Obadia felt that 

... But the childs objectbe i& different. He w<mts to get a job, he wmts to 
p s ,  he wants you to teuch him ihc szîbject unû at the end of the &y he 
passes the ex;cults. Othetwise, gtmCng iwo a citizen who should create a 
job, who shoukü hmtc thot resolaceful mimi, that initiative to do things 
himself, we &mlt no&Iy reaiize t h .  me child continues to k 
&pQndent on either the patent or the teocnet d I rhink shey n017~iLy 
reproduce what thcy have (etmu. ï don'? see mything mvel thot lurrntQI3, 
conics out of a MaRetete grnAIrnre. m; Au yst 5,19951. 

Obadia went on to say that 

Ifyou ... went to Lugai, to UGMA. to the rneteorological indurtry, wwhat 
you see on the groumi is a nuur who cliopped out from school men at P.3. 
But he is doing nuire viable prodrcction than the fellow who has gone 
tkough the gaes of Màkerere and done eng0neering mid technologv yet he 
cm not mzni'puluie, he c m  not use his education acquired to solve his social 
and econonic needc m once m; August 2,19951. 

In a simila. voice, Kintu added that 

Acfualb the educahfon system is sort of divorcedfrom the practicuf point of 
view of whar majon'ty of UgMdanr neeà. Because for us here when we me 
teachng, miniy we teach subjects which don? huve a red proctical biar as 
fm as red Iife i s  cottcemd. We concentrote on whof is muidy in the book. 
We don? go very fm, in as fm as teaching children how tu survive is 
concemed. But I oni not saying t h  this erlucation system is completely 
bad. It h4s irr 46tmages olro m; A~ugur 5,1993. 

So far, these two teachers were fmm wban focated schools. But the view h m  teachers 
smring in schools located in nuai anas is not any different from the perspective of those 
fmrn schools in urban areas: 

The ediicmion system ... is western otiented and vwe  am fomïate our 
own, if the government of Ugan& cm sit a d  fmulate  our own 
cwiculum which conesponds to our real needs as WpCmdCIILT it wouki serve 
bener than &pnding o n h t  amiqdum which is w&em m; Aupst 24, 
199q. 

When Bekunda was asked what contribution education was making toweids national 

No. No. 1 wouldn't say that out educmon in Ug& has really done it. 
Becouse out educatl'on systern fist of d l  we have a syllabus in place. And 
we teach accotdlng to whcll the Curn9culm Development Center gives us. 
But when you realb look m it, it is no? m - e d  to the lucd nee& of our 



society. I wouldn't say t h  it is catering for what I would really cal1 
dbeiopment. It is mote cïcaciernic and the skiIIs which we are mqtdi-ingme 
not m~rrrëd !O out local needs. So, I would rerrlly fee f t h  there is need to 
ttonfann and refonn the  culun un, because the History I studied. the 
geogrqhy Isnrdied, they [ooA to be abstruct. ïRat ir mypetsod view any 
way [)IM; August 9,19953. 

Since colonitai tinte, not m c h  har chgeù .  ... For cromple. kt me tell 
you t h  U g d  d l  ar it is a num who fies in this meu realiy h w s  
very finle about how this eltvjjol~meuit cm be protected, c m  be àèveloped 
and mm how it c m  be nodeprodkctive, or iurntessed. And he h s  very 
finleabout his fnend men in the closest district but he b w s  too much 
about the poulders in the Netheth& and too Mcch on U.S.A. I am not 
saying it Lr but to krow it. &t sauely, ifyou &nlt know how you can use 
thar wea, ifyou c m  not kunv how ?O irngate your mea, it is now here that 
we ate fmhg a &oughr but there me very few geographers muunà who c m  
see how reafly to go about this drought. Now what use are those 
Geogrqhy ski& which does not enable a Geogrqpherfiom mound to use 
thet Geogtqhy knowledge to improve on his environment? X k t  is why I 
am suying rhot there nwst be a fmlt somavhere. soniehow in the educarion 
system (HM; August 9,19951. 

This administrator is looking at the education system as having outgrom its usefulness 
in increasing productinty and the ability of those who go through it to harness the 
environment. In a focus group discussion with some teachers, the same question was 
posed to establish in which way they thought the education system was producing a self- 
reliant citizen and Obadia nspondedthat 

... 1 dismissed it QS incompetent towmdr thut direction much emlier. 
Because whoever we prothce Is dependent either for a job or for ideas or 
men for his or her personal need~. Thar is why when a child gets pushed 
offa gwtem before gettittg into a noinng institution thet &nt men loses 
the generul knowledge he bus mqu&ed. I don7 think a senior six girl ... 
trained today, if t h  girl does not ger into the histoty depamnenr at 
Makerere or elsewbe zo do nune history or to upps  history. that kid rien 
to B& will not forget dl the history- FR; August 5,1995). 

Kuguma w ith a different view said 

... For us in history, there are certdn skilis which we develop. not 
necessarily the CO- ... we ûelieve t h  a m  university someone is able fo 
look or t h g s  mDtically or sumeone can be able to re&e whar hcrppened one 
tirne md today'r. ... some cm be able to recuil that tuw~tds 1966 in U g h  
there was a certain clarh berneen conpining politicaî opiniins andcteated 
some trouble. And todoy we would be having someîhing almost similm d 
w& do we do. ... we b4in someone to use c d n  contem- Othenvise. you 
c m  teoch the history of China or q j u n  to develop tk mind of someone. 
So we dm't mi& wkther someone remembers or net bnmtly what we 
taught - juct the skill. ... tat these leveIsV we teach certain things jusr tu 



ptepme someone to use it as a b i s  to &ing amther professionai course m; August 5.19951. 
But O W a  maintaineci that 

... &teal& we me qposed tu &elop those cn~ticaisenses Md niake or wait 
andsee w k t k  tkse ure a@ied in t k  siruotr'om t h a r e  to come. Back to 
what f have suit& a child who hm been tought Physics or Biofogy or 
Englbh to ?ne i f tha kid is h g i n g  ar the nid of S.4 or S.6, t h  kid 
may not be se~-sustuiinng. ïkt  &now&dge katnt so firr nray no? enuble 
thm Lid to sohe her (n ~sptoblcnr~orn the point he lefi school onwwds. 
In o t b  words, the Physcs this kid has lemnt numy mt make him go into 
crrming something t k  c m  s~csta'iz his l ivefikd. So I think our education 
systern is lorgeiy k k i f i g .  It docs not make y w  move out ami &pend on 
yaurselfor becorne c t d e  undsustain y- Hf.m; Au p s t  5,19951. 

... the curriculum designets ?uui in mind to produce white skinr in black 
s i h m  Othmvise rhey did not put m co~~i~t~detation the cuitural background 
of thece Young so thar you train then to Iive in an Afican socieg- 
They were ttauied tu live u super life whick they cm't main. Thrir is. to 
produce people who me going to get jobs which me white collm jobs .... 
the resourcesme there but thqv are not fuUy tapped ... Su they codd h e  
designed a cutnDcuIwn which is going to give the yomg generarian a chance 
to k self-employed. Like technicd schooIs. niey are beginning ru set them 
up. And those which me there me notfdly equippeà. lkrefore. those who 
pass though the technical schook me Mf buked. So it would have been 
bettet if they had looked at the curriculum in relation to the cultural 
background und tk avdhble resowces of the nation. ... nie curriculum 
w m  mt fu ly  designed for the A P c a  set up FR*, Iuiy 13,1995]. 

when asked whether as teachers they d z e d  that what they taught was ïrrelevant, the 
response was, 

... we were nained raider the s ~ l e  imelevant cwriculurn system. ... in f 4 ~ f  
we are tegreshg at a very fat speed. Whar I am Rying to say mw is rhat 
there is no way you me going to daelop a resowce of somebody unless it 
har got a buse. Thot base f i  what we me-out culture, ow  surroundings. 
There is no way you me going to reuch me abour winter w k n  I huve mt 
kmwn anything about chmges in wea tk .  And those changes in wemher 
me onfy gokg to be contexrucJi~ed in my own home swroundings. -..the 
relevance of the c m - e u h  Lr very much a missing point. ... Cm 't we have 
a grass-thcheà houre which is chc3lenging the so-calkd mden houses so 
t k  you don V have ?O hove &-conditioners - we are uprooted Ifthey me 
to do something abow the cm~culum, iir shouId &O have a lot of practical 
subjects m; Jdy 13,1993. 

At this juncnin, Oye, one of the teachers made the obst~ation that 

... mch us we cm plan for a very g d  curn*cuItmr ut a change of a new 
cm*culum, we might have to conrider w b e  we are going to get the fun& 
to provide fhlities whete all thex p h  cm> be worked out. n>ar meam the 
govetnment haF to come up with good plans to take prioriiy of education, 
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?O se? up niore schodr to noin technicd teuchers ro go bock to the villages to 
set up these schoois m; JuIy 13,1995]. 

In Aother focus gmup, teachers were asked how they found the education given 
to the students relevant to their needs and they responded thus: 

My c ~ ~ b r r t i o n  there is tliat these Kuju6i conuiiissiom have made very 
vëry good recomm&om but you-see they necd money. A good 
educution system needs money. Because a g o d  e&cctlCun system would 
impiy thut t h  Ls a lot ofptCICtiCd dtechnr'cal echrcatiott. And you bww 
techicai ~d prac t id  eciircution costs moncy w k e  as this theoretical 
educanbn costs less. So, I don9 think we me kù ing  in ideos. l'Re idkas 
prdced by the Kiattbi reptt me very gud .  But con the govenunent 
implement them? ntcy donr have the money . ZRey jùst look ot it - the 
ulear m; August 2, 19951. 

It is a m e d  that with more money, prdems can be kst be contained. It is oniy then 
that education will be relevant to the needs of society. Asked whether or not the 
necessary good wili and attitudes to implement the policies in snch documents existed in 
the country, one tacher responded with a question: "How do you expect attitudes to 

change d e s s  the implemenrarsare motivateci?" In this case he meant teachea. Asked in 
which way, bis response was: "Faiicosciolly". But Musoke was of a diierent view: 

I thhk mon'vation may no? be salury. It may be f&Zities because fot  
ewnple you want to be a good teucher but you dont have books, they are 
old. you don'? have nsogazines, we don't have professio~l journols so we 
need motivation even in fhciilitis. It's MI ody a question of solmy. 
August 4, 1995l. 

Deprivation and lack of motivating facilities an conternporary reaiities facing teachers in 
majority of Ugandan secondary schools as they execute their duties. Much as many 
teachers would iike to look at motivation ouly in monetary rewards, a minority tmnscend 

the material aspect and look at professional ingredients that would increase their 
motivation and hamess their performance. 

Teachers' views were also revealing when asked in which way the type of 
education that was taking place in their schml contributeà to national deveiopment and 
Babirye said that 

As fm as 1 CM see, it promotes economic rteveiopment more thrmpditical 
because we dont look at the political issues QS sach or social issues very 
much. But at lem evmy &nt h w s  tluu @et school Im going to gel a 
good job, I mn going to ucqurie this a i  the other all fiom the economic 
poùu of view.rR: August 2,19951. 

Zipora was d a  similar view stating tht: 



Tht nwst overriùing is the economic point of vicw. But we c m  not d e  out 
thol socially we also try to build the sturtents ?O the effect of becorning 
responsible membets of the communi~ especUIIly through the  MO^& we try 
to ineukate in them.m; Au p s t  2, 1993. 

Asked how she used RE, her teacbiog subject to do if the tesponse was: 

Weil we ny ?O teach stu&nts th& maies to the nation, whut is expected of 
them. tkir respolt~l'bitities and dl othet aspects of üfé. How t h e  should 
rekate to wmk the+ responsibility towatds the stme plitics espectalty the 
A'Lewl students ITR; August 2,19953. 

Babirye who taught Geography said: 

I tead Geography d s o  we donr w d l y  bnng out that social uspect very 
much. d political issues. ... we bring it in when we me jurt cclsucllly 
talking. Som ime in O Lesson there is a shwr period of discussion about 
something t h  is not reùated to w k  we me doing anci ht is whm we c m  
bring in those v m i w s  issues that Orue m; August 2 1995]. 

Asked why, from what she had said, the most pertinent issues were marginalized by just 

talking about them as a by the way in class outside the actual leamhg process and she 
said it was because of "the sy1Iabusjkom the Ministry of Educoion" Her colleague. 
tipora, was also of a similar view that: 

The Notional Cmkulum Devclopnent Center. It is responrib le for makjng 
this sylhbus and actually teachers ... are only presented what we are 
supposed ro teach anàhow to go about it m; August 2,19951. 

The teachers were not ody given what to teach but shown how to teach it. Accordiag to 

Babirye, a teacher's work was examination driven: 

We don'? have uny autorwmy as mch. ... the things me given to us mid we 
do our best zo make sure t h  we complete what we are supposed to 
complete. Wnether r e m  it is going to kip in &elopment or not - it is ppr 
of the syllabus. ... The 'O1Leve1 syllabus is far fetched. For example in 
'A'LPVeL we have a subject c&d Human Roblem mrd Dewlopmenr. n e  
fa that we we looki~tg atthese developmerits and h w  tliey have been able 
to mercorne theikproblanr k @ s  the students tu kuM, what tliey are going 
to do infimae when they conie across such doreloprnerttal issues. But then 
when we corne to 'O'LeveI for exumpte we snufy scry the Rhine Iands, 
North Amen'ca d there is no way a s ~ & n t  thi* about the concept of 
dewlopment as k or she is sndying tliat subject. ... you find that we have 
tu look m so muny countries vey  &rie& so it is vcry hord to bring out those 
vm.ous concepts of Cievelopment t h  you would have wunzed to dcvelop in 
a Sturierrt DR: August 2,1995). 



Teachers were asked what justif~cation the= was for them to tach things which they did 
not seem to agite with, as if it was a "system of imposed ignorance", as Chomsky has 
put i t  Zipora offenxi the followiag explanation: 

-.. the srudying of those other countnès is not absolutely irreievant except 
tkû tk mmyier in wliich it û &ne clocs n a  bthg out w k t  the studènts can 
bernfitfrorn. For cunple the s t d i m s  l e m  about develupinent in t h e  
countrîes, the p t o b h  arsociared with it - thut is at 'O'LeveI without 
rehting it to our own situation hete in meas wlien we could also develop or 
w k  probfems we me Iikely to enCounter if we take on thut kind of 
dcvclopment- And I think most of thm problcnr cornes because the whole 
syllabus was mnde so wirlr Md the tim is so linle and su iimited tha  men 
ifthose teuchets who have t h  insight tried to relate the two. they wuuld 

themeives caught up in ktween d y e t  on the otkr hand there is the 
pressure from the C/NEB w h  snrcjents must finish a pmticulm syllabus, 
m t  necess&fy the way they agree with which it is supposeà to be donem 
August 2,19951- 

The views expressed hen imply that teachets continued to serve as conduits or 
instruments in the cumnt system even if they were aware that such teaching did not 
prepare ci tizens able to creatively apply abstiact kmwledge to dv ing  concrete problems 
in society. Babirye concuned with Zipora saying that 

Ire* want to agree with her. There is a mismutch between whar we may 
be teaching cvid whot is related to our country. But if the syIIabr wus pur 
in such a way that we are kfndof looking ot those areas reiàtïng t h  to out 
country, then it would btîng up the &elopmental issues thar we wont to 
bring out. But lsee that actwily the problem is the syllabus. tt is too wide 
andthe tirne given for it is too short m; August 2,1995j. 

Katongole, a teacher dso felt that 

... the educmion system we have docr m t  equip. d w s  nor train the people 
to use those resources but rather to move away fiom those resources. 
Becrurre a j k  school. a* my University, i couldW&t go back to the W, 
not becmcsc I don? have a skiil lut the MMC of the education systern. 
Because I imagined t h  Mer school, the only thing I cm & would be the 
job I would put on a rie and simply supervise m; Open day: Standard 
High School, 19951. 

As a policy rnaker noted, 

Like the teacher h a  lon morale because of littk puy, the pareru h a  &O lost 
morde because of the pality of educottion I am citing the excrmple of the 
PLE. We meastue education by how mrmy gr& anes in t h  yem. And us 
policy m k e r s  ,we say that educoton is very bai  or the teachcrs me very 
pwr [Coderence Mcipant on Education fm AU, Nov; 19951. 



The parent bas lost morale because of the quaiity of education in terms of its utility and 
nlevaace but wt necessarily on the account of ignorance and primitivity. Another 
coderence participant who took a mitical stance 

attn*buted&opouts to the I K n g  eingccftccorton they ore conriemned to endce if 
they me to have a bn'ght@we. But w k e  eduuzribon has kcome su boting 
something h to be donc. Sac of these chil&en who have &opped out of 
school, mr n e c e s s ~  becmse of school fees, SOM ir is because the 
content of wtvlr is k h g  tc~ughtdixs not qp€'y to his immediizte needr. live 
done his WC ncedr. There me things which he thinks me very important 
to him toduy and these me not aïkikessed in the closs.[Codkrence 
Participant Nov; 199q. 

From the natratives of the mspondents, education that was taking place in Ugandan 
secondary schools does not seem to meet the expectations and development needs of 
society. The participants felt that education was wt addressing itseLf to national realities 
in ternis of economic, social and political aspirations of the people. Instead, it was 
geuerating contradictions and very c d y  irrelevancies. The curriculum is domixtated by 
academic l d n g  with very little application or devance to everyday cornmunity realities 
and development pmblems. Teachers felt that the education system was not in a position 
to prepare a citizen who was imbued with values and attitudes of self-reliance and 
codtment  to s e ~ n g  their f d o w  àtizens, in p d ~ u h t ,  the poor majonties. The time 
constraints, the e x d a t i o n  driven curriculum and the meritocfatic nature of the whole 
systern generated the "diplorna disease" syndmme which cultivated fertile ground for a 
pedagogy of "banking" to thrive @ore, 1976; Menham, 1% Freim, 1970). Teachers 
displayed awareness of the imlevaace of this type of formal education. However, they 
seemed caught up by the dictates of the strncnins in the system which sustained such 

7.5.1. Quality and equitg of educatioon 

On issues of quality of ducation, teachers were asked to give theù views on what they 
considered to be the cames of the poar performance of some students in the same school 
or even in the same class. A teacher from a rural located school responded as fdlows: 

... the cuiibet of students in this school is not the tight one. You find 
m&nts who have hud wrong, dmost k k  proper parental core. Yuu find 
when he is coming here he is alnios? like mr animal. He àoes not b w  
anything, there me men students who me in 'A'fevel who achcc~ily i p t  
fiom weming a long ~ouser youfEel t h q  me not supposed to k in a school 
like Kigezi High School or else where. And the problem is thor such 
shcàènts - some athem escape mspemion or go on up to S.4 und through 
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t.kirown ways or the ways of their parents they hqppened to go to Grade 
III insîitutions when they me empty headed. How will you conrider the 
son of picpi1 he is going to train? So. titere is t h  wong system m: 
August 24,19951. 

He iiiiistrated with au example that 

... when you find in a school teaders who have been coming from 
XmuA4ma a d  W 5 d a  ï X s  mus? of ?hem &nt? have certiiifiates. most of 
then how been rebels itt schouk of this type - ~ t f i o m  these othet good 
schools; so t h  there has not been uny training in the p r i m q  schools 
especùziij in a Gomborora iikc rhis one wkre you found thut u@r doing 
pranmy seven examination you get one studenr in grade one - in the whole 
Gomburoru mih n k  schooIs or more - you get one stu&nt in gmde one. 
And evm the fcw ones who get grade WO, those ones go to these other 
schookk and then the residues are sent here. So you see that Pnuoly when 
these d e n t s  come from the primmy you get a very wrong impression m; August 24,1995]. 

The teachers in the rural located schwls mor t  to blaming the victims of development - 
the students. that they are of bad quality ta the extent the teachen equate them with 
"animalsu. The culture of the majority of teachem is of the elite that dominates the school 
process and that is why teachers would emerge with descriptions of students iike "You 
find when he is coming bere. he is almost iike an animal" instead of having feelings of 
compassion, salidarity and love. But one teacher cm commenting the students admitted in 
the school observed that 

Tney are not only those who failed but t k e  are those who come from pour 
families because rhey cm not a m d  to pay school fees in those other 
schooIs. So rhey come here because it is cheap m; August 2. 19951. 

Muretkg another tacher participant from a rurai located s c h d  said: 

Now when we look a? our school and its location reaily, the wrroundi~tg 
schwLs me very poor. And that us O remlt brings in some students tu 
senior one w k n  they died e d e r  in P.7. P.6 . Thishas reaiiy become a 
problent pr computed to some other s c ~ t s  w h  the senior ones me those 
who s t m  from nurseries and go to some good schuoIs Md then to senior 
one. So. you find ir more stremous to tune the smdents who corne from 
mound the pootprimuy schwls to the expected L m 1  FR; August 10. 
199q. 

Asked what kind of parents they had around who nonnally had childnn in the school, 

chis teacher in the rural located school added: 

nie prrtents are poor pemrurts. So, a? times they even don't pay tiLl rhe end 
of the tmn. You find the studént dwsn't concentrate successjuly becmrce 
he is off and on. off und on - k ing  sent away by the outhoriries to go and 
c o l k t  school fees urùike SOM good schools where the stirdent when he is 



repo~ing cornes with oll the fi&, pays and then sturts ogim; August IO, 
lsss]. 

The repart of the school charges Task Force (1994) which dexribed the unattractive 
setting of poor rurai schods pointed out disturbing and ugiy inequalities such as 

... in developing schools, smdents study under =S. ... the= are no 
laboratones for science such that practicals are theoreticdly done 
..Xeachers travel long distances to go to schod...This in itseif malces 
teaching very dinicul t.Jn s o w  schods students carry out experiments 
d u ~ g  UNEB examinations due to lack of chetnicals and apparatus. ... it is 
clear that the developed schools enjoy a monopoIy of univmity graduate 
teacbcrs; for example, Nabisunsa, out of 54 teaehers 41 are University 
graduates whereas Seseme Girls out of a) teachem oniy 1 is a graduate and 
14 untrained. For immaculate Fieart; out of 37 tachen, 12 are graduates as 
compmed to WanGiris where out of 26,l is a university graduate and 16 
untrained. This imbalance is reflected in the performance; Nabisunsa with 
abut 7046 teachers as graduates pafarmed bettet than Seseme SS with 5% 
of its teachers as graduates (p,44). 

Teachers in urban located schools were of similar views in some aspects as their voices 
revealeck 

Thete me mony causes-some of thern me social, som of the chiIdren me not 
willing to [emh ney mejust in school m e  of them corne from very buù 
situuta0o~ t h  they rurely read, no fiirnuIus, norhing. They don'? see my 
remon why they shoukü l e m  m, k l y  13,1995]. 

Ninsiim intq*ected saying that 

... and more so it is the motivation we teachets give tu students. ... in the 
vilhgcs s e  teuchers are ~t trained. Yuujhd thm t k  trained teuchers tend 
to always ce- moud here [KàmpalaI* So you flnd just a person who hnr 
got out of S-4. teaching that kià. And ifshe failed it meam that s m e  
kwwledge w*lI m t  be parsed on to the sncdents Md thenfore rhe kid may 
not p e r f m .  Ifrhey reully encouraged these teachers to go f o ~  refreher 
curases they would know the methods, the psychology a d  the shject 
matter and it coukipromote tk sndmts'prrfo~m~ll~e m; July 13,19951. 

The inequitable distribution of teachers between urban and mral =mains a serious 

p d e m  that can be addnssed by re-training and training of the teachers. According to 

this teacher, the rival poor schools were disempowered: 

Sorne ofthese up country schaols w what we cul1 remote scboh me net 
given any motivathn. Howcver well they perfrm they niay n a  reuch the 
leveh of N m g u n g a  . When resuIts are out so mmry schoos this anà this 
these schook were the first 50, the best 50 in the countty. And you us a 
whole dismkt har no school in this category. Mororo, now. tell me w a t  
those students are going to do. nicy will d w q s  know that lfor us we can 
never perform welf: the murale goes dom, the teuchers' morale goes 



down, the heclciinrrmer 's -ale gws &m. Defniteiy the performance ends 
up&tenenmuting m; July 13,199q. 

A poiicy maiter in the Ministry of Education and Sports proposecl that the system of 
putthg the kst performing fdty schools in the mass media should k stopped since it 
was demorolizing schods which wen pemanially ieft out of such a list as elitist ones 
were permanently on it. Would this change the social, political, ecoaomic structures that 
disadvantage such schools and the community of pupils, their teachen and parents that 
support them? Nimsiima klieved that the nason behind the p r  performance of some 
schools cornparrd to that csf the good performing schools was due to: 

... the ecommk, socia2 fwmlities as well as the mord f&lities ... You find a 
s c h d  up in the Nonh will not get a book whicli har k e n  introduced in the 
country. Surnebody here will mn to the btwk shops in town, get the best 
book. ... For example, ... it is rnainiy PTA which ?us ach(01iy been nuviing 
the schooIs. You f M a  teacher here is being paid maybe 180,000 on top of 
the sdizty. Somebody in the mtth Iiar met heard of the PTA because the 
resources thut they are going to get tisat money @m. it is the poor fmmer 
who has been exploitcd by the rich wlro have centered thenrrelves here 
such that men the linle Ire &es for the rich man he is not paid TRat is why 
they rue getting poorer and poorer. The performance is becoming ptwrer 
andpoorer.~:  July 13,1993. 

The view held by Niisiima implied that the= was some intemal coLonialism whereby the 
rich in u&m centers sustaïned a drain on the nsources of the rural paor which was oot 

conducive for the prospenty of the sch001s that were supported by an impoverished 
population, but not laziness as such. This curtailed their capacity to meet the basic needs 
of life and required more expenditures on education. In the Northem parts of the 
country, land tenun as a consequence of land demes of 1975 led to some landlessness 
and landlordism which alterecl ways of survival of the people in terms of meeting their 
basic needs of M e  and real incomes tbat could enhance their contribution to the education 
needs of their children. Mamdani (1984) puts it weîi: 

... the decree was created to clear the mesh of capitaiist relations blocking 
the path ta capitalist development in agriculture. But ... the main effect of 
the decree has been to intmduce absentee landlordism in these paris, in fact 
the decree has become a weapon of bureaucrat capitalists seekhg to expand 
their tentacles to the counhyside (p. 44). 

Other parts of the country in South Western Ugan& experience worse land problems 
than even the Northem region which g a s  a long way to explain partiy why poor parents 
found it hatd to provide adequately for their children even those who streauously 
managed to send them to schwl. A policy maker told his audience of parents, teachen 
and students that 



becouse of dmmnrtion which affects the br& as well, schools in m l  
meas huve coniinued toperfonnpoo~&. Between ages 1-5, about 30 out of 
Z o o  chiidken are suffenng fiom kwashiorRor in Ugando &e to ignorance. 
We have the foodr but people do not kunv lrow to use them and this has 
cm~ed molnuirition in the counrry. People no hger  etat wild fruits CpM; 
August 27.1995]. 

The d i t y  is that the -nt generation of parents. by al1 standards. have been exposed 
to more formal education than the rnajority of the generation of parents of tbis policy 
maker who did not s s e r  fmm shameful diseases Iüre lcwashiorkot. The most plausible 
nasw might be poverty rather than ignorance. The wild fiuits he talked about were in an 
environment ihai was not fully prîvatized and every member of the commMity had access 

to the wild fdts. Not today. In any event, the unsustainable mode1 of development has 
not s p a d  the capacity of the environment to suvive the genocide it has d e m i  in the 
name of profit. Rather han locating the proMem in the austenty measuns of structural 
adjusmient and similat policies that have caused budget cutbacks and environmental 
degradation, the Ministry oficial attributcd the invisible and visible malnutrition to the 
ignorance of parents and their children who, in d t y ,  are mere victims of anti-people 
development policies. 

Participants in one focus gmup w e n  in a position to make conclusions fmm their 
dialogue, as Oye said that 

I c m  see that sorne kind of vicious cycle a n g  the schools especially 
those up counny because the teocks who go k k  to teach in those schools 
are those d e n t s  who were faoled some of them- a good ruunber of them 
hadfa~ledanà, rhere is nothing much you cm ab when it comes tu us as a 
teacherand mhing in such aprirt'cuiatsihc~n0n. So the whole thing comes 
k k .  You tuke poor students to become. to go fiish as reachers but poor 
teachers cuid t h  - so thete is that kind of viciour cycle which I feel is there m; July 13,19951. 

Hence, the vicious cycle appesn, to a large extent, to be directîy rdated to poveq in a 

sense that the poar go to the poor schwls; they are taught by poor teachers; they then go 

to attend poot training colleges; and finally they go on to teach children of theu fellow 
pot. With another faus group, teachers were asked in which way they saw school as 
an institution tryiag to mitigate inequaüties and Babirye saki, 

My annver is b t h .  Youfind t h  the chikken who go to school me mostly 
the chikiren of the able rmd so w k n  they finish school t h e  a h  become 
abie and they conrinue paying for tkir kids und so on. Those who will 
coritlhue bing. But then t h e  is &O t u  d l  perceratage which conzes 
to school although they me poor. they work vety hard, they succeed Md 
therefore bridge the gop between those who me poor and w b  me rich.pR; 
August 2. 19951. 



Babirye noticed the role of schooling as partiy npducing the elites in elitist schools. 
But she felt that some hard working childnn also made it to prosperity through the 
meritoctatic system. This view derives h m  the moderaization beiiefs that through hard 
work the p r  also cm make it. Tbat in dohg so, they succeed and thenfore bridge the 
gap behveen those who are poor and the rich. It b the historical lecture the North gives 
the South countnes that ifthey "wo* hardw, they will dso emerge like the NICs. Much 
as the teacher nspondent beüeved that it was a mal1 number of poor studeuts who went 
to school. normaIly the poor form the bulk but though nmnerically superior, success is 
aiways with the very few frwi weU-todo-families - at local, national and at international 
levels. Asked whether she would regarà education an quaiizer and a bridge ta the gap 
between the rich and the p r ,  Babirye's response was. "Yes ifsay we had all the kidF 
going to school at least fiom the pn'mclty b e l  it could really help in bridging thut 

gap."nR; August 2,1995l. 
With a amilar faith in the catch up theory . a policy maker also told a story to his 

audience of students, parents and teachers when he had gone to visit Muduma SSS, a 

"Third Worldw school upcountry. He outlined his stages of development that wen 
slanted to the unilinear stages prescribed for the Third World nations to follow if they 

were to develop. In the Rostowian fasbion, he contended that if the students wanted to 
succeed [develop J they should emulate bis example. The ministry oficial counseled his 
audience to follow his fathet's example who sold aimost everything he had in order to 
educate his chiiàren to the extent that the village mates starteci laughing at him. "But now 
we are bene 06" he concluded. He used this example to tell the people that "invesring in 

education is paying" so that they should use al1 means to educate their children. 
According to him, "the way you chouse yow priorities will &termine whor you will 
become infiturem. m; August 27, 19951. In other words, he and his father made a 
choice that made them what they actuaily are now. The type of education king offered 
was not viewed as problematic at ali but was regarded as good for all childen. He 
further mgardeà his path of development genedizaMe to al1 gecierations nt al1 times. It is 
through such views and beliefs expounded by politiciaus cum policy makers as d e  

models that sustain people' faith in the power of the cwnnt system of education that it 
cm bring "development" to b t h  the individuel and the entire nation (Canioy, 1974; 

Kumar-S'ouza, 1976; Coonb, 1974). This belief lends itself to the "catch-up" 
myth of the modernidon pmdigm and it continues to remit new disciples through 
such advocates. The small and unrepresentative percentage of elites from humble 
f d i e s  where this policy makerlpalitician 1 have refend ta bailed from bas always been 
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used to daim, advocate, defend and justify the so-called impartïality of the meritocratic 
education syoiem as a diable means of selection in a fair md ftee cwipetition that guides 
the invisible hand of a fiee &et economy (Bock, 1982). It not only legitimizes 
inequalities but also teaches its v i c h s  to blame thewelves in case they do not make it. 
They trace their failure" through their so-called stupidity whüe on the other hand the 

victors congratulate themselves for their d l e d  bard wo&. Those who fail couid be 
cesistors to an inelevant education system while the rnajority of the victors were the 

Zipora advanced this view: 

IoLFo look m itfiom two ongles. E x r d l y .  I h ' t  thinR e&c&n reuily 
is doing so much to bridge that gap. Because ifyou 1ooR at our educational 
institutions they aettalLy temi to metuate that diffeence because we have 
some First World schools as we tenn them others Thini World schools. 
And ifyou look at the fees sttuctrae - this is not gavemment but PTA and 
the lüie. it difers, so the payments dffw anà unfommorely it is NI those 
First World schwLI where the meam of the country is prociicced. So people 
who go ta those schoolF continuously do better and they get good jobs 
whereas those who go to those poor sciwolk don? have cldequate piciiities 
to do better ami as a restùt zhey c m  no? compete fmorably with those thm go 
to better schoois..TrR; August 2, 19951. 

She added bat  

However, when you come intemlly within the school system themdves 
the administrators are wng to bridge the gap between the rich attd the poor 
in the seme thar unifonnity is empluuized umongst the students body. 
There me cenoin things we tell the studknts to corne with others we stop 
them fiom bringing so thar those who me fron pot families redly do& 
feer out of p k e  d t h  j b m  rich fmiües don't have the oppomcnity to 
met show the others t h  tliey me weü to d0.m; August 2,19951. 

Asked how she helped students to understand why such inequalities existed in society 

and the worîd at large, her reply was: 

Well in our discipline ut l e m  we ny to tackle t h  espccidly when we 
discuss the problems of the poor countries, p r  i n d i v w  as conttasted to 
the wealthy. We try to find out why that dmrence is there. The 
differences could be because of the vm*ous oppom~rr-ties someboùy mighr 
be having; the type of job you do whether you me working as a top 
govetnment ofictol. or opecirant or a CM servant md the nature of job you 
do &O is detewnined by the kind of Oackpound you come Pom und the 
RInd of education you attalned whethet you were ab& to go to school and 
you eventudlyfurihetyour staiàies. So we Iook at some of the facors d 
we come tu iapprcciotcjkm different backgrounds, different 1cwLI of 
incorne which octudly expose t k m  tu diffment opponinities and vvmius 
types of jo6s.w; August 2,1995l. 



The explanation remains situated in the typical modernization orientation, without 
mitically giving the leamers a deep insight into what actually structures human beings 
umqually. Her explanation implied that inequalities emerged as a natural phenornenon, as 

a given, not human-made. It was demonstrateci fmm the narratives that kequalities 
among schools in tenns of facilities and teachers made the d e  of education as an 

equalizer of oppominity questionable given the fact that many poar schools received 
q-ed kachers last, a d  iacked almost eveiythiog that would enhance leaming- Much 
as education was newd as generally Iltelevant to the practicai di t ies  of the majority 
people of Uganda, the ùrelevant cducaticm Ugandan children were receiving was aot of 
the same qPelity. The irrelevant education was not justly distributcd to Ugandans under 
the same l d n g  envimnmental conditions. 

7.6. BPilldhg a j i s t  and peacefol society 

Views were sought to establish how teachers wen contributing to build a more 
self-reliant, democratic, just, and peacefd society. This was to establish from teachen' 
views and beliefs to what extent they saw themselves involved in the process of national 
development and how they saw themselves contributing towards it. Rit d0ierentIy, what 
do they think and klieve they contribute as pnmary agents in the education enterprise to 

the development pmcess and how they were doing it? They responded thus: 

... when you teach the chiIdren tliey contribute to the developnient of the 
M o n  as fw as I th* First of ail we &elop their spiritual llife in some 
way. We Yevelop the moral, we develop the physical as well as the 
matenul- Andthese are very important as fmas the &elopment of a Mtion 
is concerned. For encrmpie, vif teach a student a new hnguoge I open his 
mind to the outsi& world. A smdent who is Anglo-phone Is not Iike a 
person who is both Anglo-phone Md Franco-phone. If he c m  speuk 
French and English and cm, read both - such a person is ot mi advantoge. 
Because he CM be able ta read certain others which a person who only 
h s  Englûh can mt red. h tluu seme k gets more use@ informattœon 
Apanfrom knowIedge, t h  is the i&a of empioyment. When a snrdent is 
bi-lingual, as fw as I krow such a studcnt is aeposed to greater job 
o p e r i e s  in the worU than a penon who is jusr wlth one.pR; August 
5,199q. 

He went on to add that 

Tetachers generdfy when tlicy are teaching they teach s W n t s  to behave. 
Fm exantpIe f om the routine s c h d  systent jFom moming to when they go 
to bed, there is a certain time-table they follow. Tlrey mut be puncncal, 
they must be disciplinmi, they must be obedient. Now when they go 
through this system - punctuality, obedience. discipline, uruà so on. it har rn 



impact on their l i f ,  and laer in lifc when they grow up disciplined, when 
they gtow up knowing t h  tim is very ïmponmu. later in llfe they wàii be 
able tu manage their lives @e quire well - t h  is the moral bit of it. ... 
w k n  I look at the physical bit of the education system the schoois have 
whm they c d  the extta currricu144CtiVities llke gcmses ond sports. niese me 
very vitai becuuse they help to devdop the stu&nts bady - MI oniy the 
mind. Thc Gteeks saki t h  a hedthy mind in a healthy body. So even 
physicaliy the sncdents d m l o p  in the schooisystem. [Ta; August 5,19953. 

Furthemore, the spiritual composent in most schools seemed to k couched in the 
"civilhhg missionn as ochods have tended to cüng to the a p m  strings of the religious 
founding bodies that dictate the Irllid of moral inclination pursued by those schaals, in 
most cases, njecting school administrators of a darmnt religiaus afl'iiiation. Although 
the schooled would like to daim that the non-schooled were more likely to be 
superstitious when explaining Afnca's underdevelopment, it remains questionable 
whether the schooled were more spinaial than the rest of the unschwled population in 
terms of compassion, love, s o l i d e  with the p r  and respect for other peoples' rights. 
When 1 talk of spintuaiity here I mean the way it has been aiticulated by Rehnema (1992) 
to express the following qualities: 

sensitivity; the art of listening to the world at large and within one, frre from 
the hegemony of a conditioned 'me' constantly interfering in the process; 
the ability to relate to others and to act, without any pre-defined plan or 
ulterior motives; and the perennial qualities of love, compassion and 
goodness which are under constant assault in economized societies. The 
spirinial dimension has notbing to do with the so-called religious, atheistic, 
or scientific perceptions of the world. It expresses mainly the belief that 
human beings, in their relations with the world, are moved not only by 
matend, econornic or worldly intensts. It recognïzes the sacred dimension 
of life which transcends the latter, giving a higher rneaning to such 
awesome acts as living, nlating and love. The spiritual dimension, it may 
be said, is generally inhibited by fmatical beliefs in the supenority of one 
religion over another. As such, contrary to its promoters' claims, it is 
totally absent in religious fundamentalist movements based on hate and 
violence (p, 130). 

Regarding discipline which Kintu said was numired amoag the students, some critical 
theorists have argued that instead of instiliing discipline, schools have instilled 
subservience. According to Kintu, students have to conform. Deviation would 
precipitate confiicts and such a student would be undesirable. Slhe would suffer in the 
system and slhe would be regardeci as a pmblern child. The system would like to set 

parameters of dissent botb inside and outside class so much so that even dissent is 
prognimmed or pided as to how the slave should rebel against an oppressive master. 
Ultimately when the student is ngarded by the system as unbearable, slhe is thrown out; 



dhe is expelleci; or she is aiways on detention, serving punishments; such a soident is 
always in trouble and vulnerable; dhe is an endangmd species. 

As critical pedagogy maiysts have noted, a pgssive culture of Iearning in schools 
provides future citizens 6th stale values, attitudes helpful to maintainhg external noms 
e.g ., discipline, punctuality , and okdience. According to the criticai/transfonnative 
paradigm of teaching this only meets the cxpectations of an unjust, undemocratic, 
repressive social order instead of preparing students to explore ways and means of 
challeiiging or questioning the status quo. If schooling is critical, thcn students wiil ask 
questions and struggle towards answen, and the answem WU not always be pleasant to 
their teachers, headmaaen, and parents and pastors and politicians for whom dticism 
rnust k maintained within "productive" pammeters. It wouid thenfore appear that many 
teachers are condernned to devote their energies consûuctinglm~ulding young people 

into shapes that can be fitted into pigeonholes. thereby giiaranteeing the pmservation of 
society's status quo (Giroux; 1986; Leggo, 1992; McLaren, 1989). This is not to say 

that the bandormative paiadigm does not reward discipüne, punctuaiity and obedience. 
The only difference is that the transfomative paradigm of teaching encourages these 
values in a critical and problematized context rather than assuming bat they should be 
adopted uninterrogated, unquestioned as given and Mivedly  accepted realities in any 
setting. 

Mpaka, a teacher educator explained teachers contribution in building a 

democratic and peaceful wciety as follows: 

They fonn the ccrdreship of the e&icotr*on system. niey are involved in 
policy d n g  ad1 leveIs, they me invobed in the making of the cmicula 
at dl levels. They are selected for example on the Mticulwi formulation 
bwzd ... vatîous teachas from ~ X S ,  secoondmy schouIs, university und so 
on. mis is O policy d n g  body so the teacher has àèjînitely put in a lot of 
i&a. So mCUrrZculutn formulon'on - they do, r h q  ttan the te~~~hetsulthough 
they me reachers, of course they teach what they have fonmlated d they 
supervise this process. ... mmiy of them go to secon&ry schools to reach, 
SOM become heads of schooIs und akpmtments dthough a few me taken 
uway not à teaching but still they me cortsumed by goventment agencies 
and there as govenunent agents they mc invotved in decision llWklllWklng like 
&inistra~bt. Saie  join the amty, others join the govetnment and t k  
way they contribute in vanous activities. m; September 21,19951. 

The view f m  Bekunda, a school administrator, was that 

... a t e u c k  has a viral role to play ifhefopment is to cone about. And 
every government in both Ctateloped md &veIoping coLnthl'es, 1 would cal1 
development to a government ar maybe one would cul1 blood to his body. 
... these govemments which me in place know that you have to prepme this 
and rhat before you can take 08 ... But why is it tkor the government h a  
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never t&n the trouble to create a venue for teacks,  aithough there is this 
&@net W A  ... ifthere is going to be a change or dcvelopment, t h  me 
some people who m u t  Ire used. niere must be inrnwnents md we me the 
instruments redly. Because ifyou ta& of educatïon for &elopment you 
brhg in a temhet. &a why do you think the goventment is being ksittmt 
to mateusa secreti~a aasuggestrôn bar? August 9,19951. 

Accordhg to Beicuda, tcachers have not ken facilitated to play a role in building a self- 
reliant, just and peaceful Society. Teachen' participation has remained limited and 
undermineci because of lackof avenues that wouid aUow meaningful communication and 
participation, as csrlis wted by theirmatgïnaiization in d c d u m  decisions. However, 
this school administratofs view of a teacher as am instrument in the development process 
renders itselfto the modernization peradigm whereby a teacheris reduced to a technician, 
instnimentaiLy used to implement prognims pasively with no persona1 initiative and 
ingenuity being called upon. In the critical paradigm, a teacher is instrumental in as far as 

raising the heights of critical awareness is concermd As Birija noted, 

... for us on the side of e&cufion, we have not taken it as something 
important to always advise OUT stu&ents that to be cortupt is bad. For 
&ple whcn I hae beem teuching, I have t&ed about iibut many other 
teachers m q  mt have been doing the sonie. Because it is mt o m a t  that 
you should tdk about it al1 the n'me us we do come for our lessons and so 
on. It is not omd, ... it is not stated somewhere t h  wheneveryou teuch 
a tesson, you t& about corruption. No. It is not anywhere on the 
syltabus. That is why we say t h t  some of these things need to be 
chmigedm; Augwt 10,1995j. 

The way in which the cumculum is organized in compartments and time-tabled in relation 
to rneritocratic examinations were a h  a hiadtance to teachers efforts toward building a 

just society. Birija went on to say üiat 

... when I am teaching my subject as economics, somewhere it coms in. 
And when it cornes in redIy [stress ir because Ihave cm cxpnience. kunv 
what it mans d how disasttous it is. But to some people who are 
tec~ching other subjects it mighr not come in Md such a person nay not tdk  
about it ... rra; August 10,1995j. 

Birija fmther exprcssed the view that 

... to some extent ow govmment h been taking about il but ifyuu tdk 
and you dont tact, people get disoppointed. ... people have been writing, 
these joumalists huve been wti'rmg uneolthfng cases of comcpfon a d  have 
corne p with some p m f  but t k n  we see mcmy of these people who huve 
been tdked about as c m p t  ate still the same people ru h g  or promoted, 
continuing, mrd so on. Zhen, those of ur who me h a c  struggling dl the 
time you have go? nothing to embeule at aII a d  men you do& intend to 
ernbezle Mytning but p u  atejiat still backward Iike that.mR; August 10, 
1 9 q .  



In other wotds, people who are compt are pmmoted and at the same t h e  become the 

role models and wsucces storiesw for Society to emulate. It is like the South nations now 

searching for the foat prints of the industrialized nations to foilow. 
Obadia took the Iibmy to make an obsavation but which sounded as a conclusion 

when he said, 

... our view of education and tk teuchers connibution is pegged to 
matenalism. We think that education means improving our physical 
cornfort, individual gain, M i n g  e k  Edccation is no longer rdicdmd 
ratiomd behavitwal ctumge which behaviord c h g e  shouid inculcate into the 
educuted the human vdues of wtior I called - of helping your neighbor. 
pulling him out of the dirch which out childien can't and which we cannot 
do. Eriucotion shouId be iibeloping a seme of e m p h y  or qmpathy for a 
neighbor which changes are not there. At the end of the day we me saying; 
I think thar person is ehcared because he can now drive a pajero.mR; 
August 5,19951. 

For this teacher, a persan who has gone to school in Uganda who should to be a role 

mode1 does not have compassion, love, solidarity for his or her fellow citizens, 
particularly the poor majority. The narratives did not feature teachers as engaged in a 
conscious prowss of building a dernomatic, just and peaceful society. 

This chapter has explored various sub-themes regarding development at local and 

national level as nspondents perceived it. The majority slanted their perception and 

orientation of development to the modernization p d i g m .  Development was conceived 
as massive industrialization on the mode1 d nations in the No&. The impovenshment of 
the masses was closely linked with the victims "ignorance," iiiiteracy," having too many 
cùildren and lack of planning and "expertH advice. The chapter atm revealed that there are 
some interna1 and external forces which manifested practices and attitudes inimical to 

building institutions that would be supportive to people-centered development. In 
particular, aid as one of the aspects of the external components was viewed as cornplex 
and characterized by practices that did wt promote didarity and partnersbips onented to 
building self-nliana of the recipients. Furthemore, an intellectual community 
committed to the well k i n g  of the people seemed to be lacking. It was also contended by 
the participants that education largely ttmained imlevant to the n a d s  anâ aspirations of a 
peoplecentercddevelopment. Hence, education in its present form in Uganda is not in 
position to contribute sïgnifcantly toward building a more quitable, just and peaceful 



CHAPTER 8 

SUMNlARY AND CONCLUSIONS 

8.1. Introduction 

This chapter provides a synthesis of the major fmdings and conclusions of this 
research study. The tbnist of the shidy was to illuminate the role and contributions of the 

teaching profession to the reaiization of national development policies based on 
principles of social justice. cultural relevame, demanitic participation and environmental 
sustainability in Uganda Teachers were given opportunities to voice their understanding 
of contemporary realities of Uganda schools and their responses as teaching 
professionals to those nalities. The study sought to understand the contemporary reaüties 
eliperienced or conceived by the teaching profession and explore how and why these 
reaiities could k contnbuting, positively andlor negatively to the realization of Uganda's 
national development policies. The chapter concludes with theoreticai and methodological 

reflections as well as recomrneadations for Ugandan policies relating to the teachiag 
profession and implications for further research. 

8.2. Major findings 

There has been Littie attention in Uganda to the shidy of teachers' work at a micro 
level whereby teachers are given spaces to voice their ideas, beliefs and experiences 
tbrough narratives. The consistent evidence in this thesis has ken  that by and large, the 
education system in Uganda, in which a teachet is pivotai, has fdlen short of providing 
skills, knowledge and values for fidi participation of citizens in social, economic, political 

and cultural development. It is therefore not surprishg that very little of the 
developmental ideals of education have k e n  rralized. 

8.2.1. Teacbers' proltssionai identity 

(i) Sources of teacherst beüefs, attitudes and practkes: Teachers identified 
themselves with "moulding" students iato adult citizens who will go on to occupy most 
of the responsible positions in the country. In this way, they considerrd themselves 
"instrumental" in the Ugandan development process. Teachers were disillusioned with 

297 



the context of their worlr although they felt their tasic was impomnt for the development 
of the country. They believed that they were "under-rated", "oppressedm and consigned 
to a profession that was neglected as it was epitomized by "pow remuneration" and the 
steady "devaluation" it was facing. This, teachers contendeci, has made the profession 
unattradvenot ody to their students but even parents, induding those who have never 
gone to s c h d .  The economic, social, and political context - local, national, and global 

in which a teacher found hidherself working and living led to impoverishment. 
Although the misery ofteacbers seemed to vary accading to gwgraphicai location of the 

work place in terms of ngions, urban or nual, depending on the economic incomdstatus 
level of the parents whose children attcaded such a school, a teacher's Iife remains 
ecoaomically dincult cornparrd to any 0th- profession in Uganda. It consequently 
made a teacher's place of work so problematic, and profoundly impacted on the quaiity of 
Ue outside i t  In the case of majority teachers in Ugandan schools, the impact has k e n  
negative. Schwls seemed to drain teachers dry of their energy; nothing much of 
teachers' lives and selves was left because the workplace did not have the capacity to 
enrich and energize their lives in ternis of generating personal enjoyment and fulfiiiment 

(ii) LearnUg to become a teacher: This study has demonstrateci that teachers 
professional identity is shaped by a wide range of complex issues centend on teachen' 
work and their lives. What was taugbt in teacher training institutions did not necessarily 
transform the majority of the ptacticing teachers into the desired teachers since they 
continued to believe that teachers were "naturallyw born, rather than made in teacher 
education institutions. Accoiding to the views of teacher participants, teacher education 
bas had less impact on theV teaching activity. The Wuence of the old teachers on their 
former students seemed to have a si-cant infiuence on the method of work of many 
teachers who orientcd the teaching styles to that of their old teachers. It therefore holds 
that if the methods of the old teacher wen inappropriate and inadequate, they were 
nevertheless liable to be tniiiJmitted and reproduced in the future generation of teachers. 
Teachers tended to identify themseives with low esteem, prestige, respect and low 
economic well king  in society. Ail tbese undermined their work environment to 
participate effdvely in preparhg citizens who cm contribute to national development. 
Teacher education programs were held in disrepute as inadequate. if anything, the 
programs mainly reinforced the attitudes and practices that were acquired through 
observing their own teachero in their schooling prior to admission to teacher education 
institutions. Some female teachers viewed teaching as a good profession suitable for 
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femaies. They coatended that it kep them decent and allowed them more fme time to are  

for their children tbaD the case would have k e n  with other professions. 

(iii) Participation in professional associatiois: Evidence from teachers' 
expenences revealed that then wae  no viable professionai organizations in which they 

participated The fact that teachers did not identify themselves with any professional 
bodies or associations placed them in a disempowend position. Teachers were 
chanrterized by a lack of coilectivity and soüdasity as a people with a common cause in 
their profession. This inhibited the opportunity to develop a transfomative ideology and 
practice arnoag teachen. They found littie source of encouragement to consciously 
lessen the reproductive role they assurned within the schooling pmcess by encouraging 
critical consciousness and cnative work among their students. Only by critically 
refiecting on their own d e s  in the schooiing process, theorizing what could be done, and 

working to promote spe&c changes consistent with a bmad vision of a just Society, can 
teachers expand and redite their capacity to chailenge the stahis quo in ways that are 
transfomative rather than merely seeking individual solutions to social problems. 

8.2.2. Life in schools 

(i) Teachers' views on schoal c h t e :  The evidence from the field pointed out 

that schools, far from being democratic institutions, were organized based on an 

authoritarian technocratie madel, with little regard for democratic participation of 
students, teachers and the administration as a whole. A blend of hegemony and direct 
coercion were a common feature that cbaracterized the method of work in most schoots. 
Findings revealed that rather than schools empowenng the powerless and transforming 
existing social inequalities and injustices, students from poorer backgrounds whose 
farnilies were deprived of h i c  needs, were instead treated with little digoity and 
compassion by the majotity of teachers who acted with limited sensitivity and 
understanding of poverty and the plight of its victims. Without a cornmitment to social 
transformation and solidarity with the subordinate and marginalized groups, some 
teachers regardeci such students as behaving like "animalsm, "uncleanw and "unattractive". 
Teachen often nsorted to stricter discipliuary measms in dealing with such students 
based on misdiagnosis of the situation. This reduced schools into authoritarian 
institutions cheni*erized by structural violence. The claim that sc hm1 was relaxing and 
at the same time liberating did not feature in the findings as part of the reality experienced 
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by the majority of the students. if anything, majority of the students studied under fear, 
peacelessness. and lack of compassion and solidarity with most of the teachers and the 

school administration- 
Teachers viewed democracy in terms of students "electing" their own leaders but 

not engaging in formulating the d e s  to foilow in the elections- Ctassroom dynamics 
revealed that teachers pmfessed democratic klicfs which in practice were of- non- 
existent. "Silencew in the school setting was explained by administrators to wan 

discipline. Such a culture of silence reflect, in reaiity, undemocratic and authoritarian 
management styles dnving students' and even teachers' voices into silence. In sum, the 
study found that teachers generally lived in school enviiniwnts based on asymmetrical 
power relations with little genuine participation of students and teachers in the 

organization of the school. 

(ü) Violence: One of the common methods ofdisciplining students used by teachen is 
violence. Caning, mairning and flogging was practiced by some teacben and its 
notoriety had precipitated a national debate. Such levels of physical violence did not 
promote a culture of democracy where participation of al1 stakeholden was valued as a 

cardinal foundation towards preparing citizens who value and practice democratic 
principles and respect for the rights of al1 human beings. This culture of violence has 

established a myth among parents and students themselves that caning is a "necessary" 
disciplinary measure for any child to develop into a responsible citizen. A violation of a 

human nght is viewed as a disciplinary measure and a necessity for one's likration and 
development into a di W i e d  buman being. However, many dissenting voices emerged 
in the press and local newspapers challenging the humiliating and inhuman act of 
exercising violence in the name of discipline. The cal1 to abolish such violence was not 
only for childm who go to school but even those out of scbool, and al1 Ugandans. 

(iü) Patriarchy: In the study, patriaichy was seen to be a dominant perspective in 
school life. Patriamhy is minforced by cultural beliefs and practices that were supportive 
of its existence in the school setiing. The culturally supponed view that "a man is a man" 
sent signals tbat a womaa had to k assigned an idenor position in society and this also 
was mimred in the school cumculum - both in the hidden and the format. Evidence 
shows that fernale students were marginalized and repnssed both directly and indirectly 
in the school setting. It was further revealed that both female teachers and male teachers 
had imbibed a patriarchal perspective that constantly positioaed a female student in an 
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infenor position in relation to a male student. It was epitomized in situations where male 

students were encouraged to be more aggressive, self-assertive and self-reliant while 

female students were channeled into subservient, and dependent attitudes. This 
undennined the aspirations of buiiding a Society based on the equaüty of sexes where 
human beings nspected and appreciated cach other faithfuily. in some instances, 
npoited semai harasment and ddiement were inflicted mainly on female students by 
male students and male teachers. "Custom" expecteâ f e d e  students to preserve their 
integrity by not disclosing such 'private" issues about themselves. The claim that 
exposing sexual hanusment would only t d s h  the image of such a female victim is 
supportive of a culture of silence that is at the service of a repressive patriarchal 
hegemony. 

(iv) Achievement stereotyping: This study found this phenornenon to be common 
among teachers who believed tbat male students have a rnonopoly of certain talents like in 
Science and Mathematics. The view that female teachers would be role models to femaie 
students in the present state schoding fuactions needs to be critically re-examined. This 
study revealed that female and male teachers shareà simiIar beiiefs, attitudes and practices 
that were inimical to the emancipation of female students from the patriarchal orientation 
which dominated school life. Views like, "you cannot compete with men", and 

"remember she is an Af'rican womann from female teachers send messages that demand 
certain behaviors which do not necessarily pmmote self-determination and self-retiance 
among female students that are prepared to gain a voice and engage in süuggles against 
injustices imposeci on them by social, e c o d c ,  cultural and institutional structures in the 
education system. 

(v) Injastke: This emerged as a sub-theme in the findings as the backbone of 
inequalities and oppression of the silenced majonty poor students who attended school, 
which from the outset, delegitimized their culture. Where culhm happas to be included, 
it is usually negatively projected. Teachers who have b e n  socialized into elitist 
education, values, beliefs, and orientations lacked compassion and consideration for 
students who bailed from poor f d e s .  Tbey lacked the cornmitment to stmggle with 

the marginalizcd and opprewed. Instead, tbey consciously and unconsciously increased 
the suffering of students from poor backgrounds. Due to this lack of compassion, 
students were further disempowered in the school system rather than find places for 
liberation. Lsck of compassion was p d y  attributed to teacher education programs that 
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did not seem to maice provisioa for student teachen to develop such skills and attitudes 
that identify them with the poor masses and the margilialized in a transfomative and 
empowering way. instead, teachers viewed thcmselves as part of a civilizing mission 
that was being fmstrated students who w m  littie like "animalsa but only distinguished 
from animals by wearing dothes- 

(14) Pe&#ogicd orientdom: The pedagogical practices that w e n  employed in 
disseminating the cumculum content, classroom strategies and tecliques, and 
evaluation, purposes and rnethods in the schod sethg were divorced fmm a critical 
alternative paradip of teaching. Pedagogy was heavily slanted to t&e transmission or 
banking mode1 of teaching. The fmdings revealed that school cultuies tended to demand 
in-coming teachers to forget the theories of teaching practice and to siart teaching 
"realisticaily." Students aiso did not like teachers who did not slant their teaching to 
preparing them 'properly' for excessively cornpetitive examinations. Hence, some 
students did not hesitate to pressure teachers to do things which they feel will increase 
their "achievementn levels. It was also expressed by teachers that the contexts in which 
they operated was very much deprived of facilities that would have been supportive of 
trying participatoryldialopical rnethods in their teaching. It was also compounded by the 

fact that their teacher education pmgrams did not practically expose them to such 
demomtically-orieated methods of teaching. Predominantly. the Frei~an methods of 
worL were inrroduced to the student-teachers in a contradictory marner violating them at 
the same time when these methods were pnsented only in lecture fom. 

(vii) Teachers as "custodiaus of knowledge " : Consistently, teachers were 
entrenched in the "banking" paradigm of teaching. It was viewed as convenient in their 
setting where class size was large and paRjcularIy where a teacher was viewed as having 
al1 the lmoarledge a student required. Howevet, teachen also felt that it was the method 

ta which they had ken exposed as students and as student teachea. The mentocratic 
examinations also conditioaed teachen to employ al1 suivival tactics including 'spotting" 
what is likely to corne in forthcomiag examinations. Consequently, students expected a 
teacher to contrd the class and deliver the cumculurn to a captive audience of students 
who labriously crammed the information for the examinations. A teacher in this case 

was the sole source of kmwledge which dhe distributeci as a custodian dishibuteci items 
or an encyclopedia has solutions. Within the prevalent structures in the education system 
of Uganda, a "banking" paradigm of teaching was closely lidced to the demands of the 
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meritocratic exarninations, although teachers felt that they were not comfortable with 
alternative pedagogicd methods that would be more participatory and dernomtic in 
teaching and leaming. For tepchers to move to the more dialogidparticipatory methods 
of teaching that would be more transfomative, the examination system and other 
structures wodd have simuitaneously to be transfomeci. 

(a) Coilabotath in teachhg and departmentaIïzation: It was revealed in the 

stuciy tûat coiiabrative teaching was almoat nomexistent in Ugandan schcmls. It was 
also wt imagined since it was expecttd f a  a teacher to be accountabie for the classes and 
lessons slhe was in charge of at that particular time as the generai time-table dictated. 
This campartmentalization of subjects in disaete blocks of tirne isolated subject areas and 
teachers, abstracted knowledge Crom its culturai mots and political conxquences, and 
decontextualized knowledge and skills fmm their practical experience. Departments were 

viewed as islands having nothing to do with each other. This undennined the 

development of a holistic undentandhg of the intemnnectedness of subjects in forming 
a body of knowledge and its ultimate utility as a whole in responding to societal issues 
and problems. 

(ix) Meritocracy: Regarding merit, it was found out that excessive cornpetition in an 
examination-dominated cumculum left many values of compassion, justice and sharing 
less realized among students. In large part, the meritocratic-drive that characterized 
Ugandan schools was viewed as merely legitimating the piivilege of the students from 
affluent backgrounds. The advantage they came with was having money and increased 
social stahis which the school system favored most both in the hidden and formal 
curriculum in ternis of elitist cultural values, beliefs, attitudes and practices that received 
higher rewatds. 

(x) Participation in carricolum decisions: A desire for more participation in 
curriculum decisions was m d e s t e d  by teacher participants. In their view, teachers 
should k active in formuiating and developing the curriculum they taught Tbey felt that 
cumntly, their participation was grossly unrepresentantive. Teachea were also of the 
view that the cumculum was imlevant and in implementing it, they appealed to the 
students and in some cases found them~elves imposing it on them. Hence, the teachers' 
dilemma is that one of asswing the students everyday that what they are learning is 
meaningful and useful for Me though the teachers at the Jame time seemed to have little 
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faith in what they were teaching. Teachen perceivecl littie opportunity for providing 
genuine education which depends on just and compassionate Qrcumstances and active 
student participation. The institutional constraints of schwling and outside social 
conditions, thedore, combined to hinder teachers in the d i z a t i o n  of their goals. The 
curriculum decision malring process was viewed as topdown, which did not subscribe to 
democratic participation in its inception on the part of teachen. Although teachea 
appeared not to show direct resistance to the techtlocrats who plamed the cumculum, 
nsistana to it todr various subtie f o m s  in the process of its implementation. 

(ri) Hegemony as school administration: The study revealed that teachers act as 
agents of an oppressive schooling process and at the same t h e  teachers are oppressed 
workcrs within a bureaucraiized organization of the schools. Both the oppressive role of 
teaching and the fact that teachers are bureaucratically oppressed are iinked in a complex 
way. In this hegemonic process teachers were basically engaged in the reproductive 
work in the schools. This entailed a goad deal of discipliniog, disempowering, and 
sortïng students without realizing that they were overworked and underpaid ta 

accornpiish such a status quo onented task. Head-teachers thnved on a culture of silence 
and patronage with little regard for genuine participation of teachers in the daily mnning 
of the school. Staff meetings were charactenzed by top-down briefings and silence of the 

majority of teachen who felt subdued by a combination of personal, societai and 
institutional conditions into abservience, submissiveness and powerlessness. The few 

who were cntical of the status quo were viewcd as trouble makers inciting those living 
under the culture of silence. The majority of the respondents felt that there were very 
limited values of participatory dernocracy, transparency and accountability practiced in the 

schools. Authontarianism chatacterized the daily methods of work. 

8.2.3. School and community 

(i) Community Service Seheme (CSS): The underlying assumptions that 
characterized schml and community interactions outlined as government policy in the 
White Paper were baseci on modernization assumptioas whenby the school was expected 

to go to the community as a development agent to "helpw or "assist" the needy. The 
underpinning assumption was of the experts fmm schoois going to "civilize" the 

backward cornmunity. The view that people who are in institutions like schools or 
NGOs should go to help the poor may not necessarily, be the appropriate strategy for 
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cornmunity development This should not be taken to ider that people in the community 
do not need my help. Rather, it should be n e w d  in tems of compassion and solidarity 
aimed at facilitating the otherindividiial or comrnunity to gain contrd of theu destiny by 

becoming empowered, sirnultaneously students should aiso be able to leam from 
members in the community. The aim shouid k to make the schod and the community 
collaborative partners in development and knowledge production/application rather than 
establishing paternaiistic nlatims of subordinatio~ and dependency. 

(ii) School-commanity interaction: The students and teachers did not use the 
resowres of the communïty as the core of the curriculum, relating the major content of 
the cuniculum to what was happening or could be studied by visiting the community. 
The purpose of the s c h d  was not being directed to the needs of children and the adults 
of the community by serving as a community center or a place for adult education. 
recreation, and a focal point for the community. It remained as an isolated enclave of 
transplanted "civilization* without k ing  organicall y integrated in the community . 
Teachers and students were not fuli participating memben of the community, w r  did 

they engage in any pmjects of community development. Depending on the assumptions, 
beliefs and attitudes on wbich the relationship between school and community is 
constructed, the products are likely to have views, beliefs and attitudes that will 
marginalize and victimize the poor majority insteaà of expressing empathy, compassion 
for, and solidarity with such pmr people in thcir stmggle for hwnan nghts and s u ~ v a l .  

(a) Culture: The effort of making the nlationship between school and amununit. 
mutuai and more meaningful lacked a paradigrnatic orientation that valued indigenous 
cultures as authenticand legitimate ingredients for a people-centered development process 
rather than categorizing them as "primitive" or "backward". The schools and teachers 
seemed to play a miaimal d e  in helping to maintain and develop indigenous cultures. 
The local people wen not viewed as a reservoir of folk wisdom to be drawn upon. It 

was claimed by teachers that the tirne-table could not allow such involvement and 

participation of mernbets of the commuaity. Some mpondents klieved that since parents 
lacked the officiai English language to communicate theù views, it remained d i c u l t  to 
involve them even if t h e  allowed. Could it be that students would not wish to go back 
to the rural areas because in educating them such communities are not integrated in the 
piocess of their education as contributors of knowledge that is relevant and grounded in 
the reai Iived world? The introduction of, and the ultimate survival of, indigenous 
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cultures in the school setting wiIl depend on the paradigrnatic orientation of those who are 
in charge of the education enterprise, nawly, the teachers, school administrator, and 
policy malen. The carrent structures are practicaily unsupportive of the long run 
survivai of indigenous and local culhues which are rarely given space in the school 
formal and idocmal cumcuiurn (cg., in games). Momver, whenever they an featured 
in the corricPlum, they tend to be margïnaiized and negatively projected. 

(iv) Preservice/inservke and commdty developmwnt= This study consistentiy 
pointed to the conclusion that teachers did not develop the initiative and orientation to 
cousider values that would have enhanceci participation at grass-mots and in the schools 
they teach, Teacher participants beîieved that it was for this teason they were not in a 

position to facilitate the empowement of individuals and gioups that have been largely 
silenced. Similady, they were not in a position to create uew ways of linking the real 
worid and social pmblems with school so that the school becomes integrally auinected to 

the experiences of the people in their daily lives in the community. Teachers contended 
that values and attitudes derived from the affective domain tended to k marginalized in 
the main teacher education pnparation pnmss that should have taken into account the 
lived redities of a teacher in the real worid of teaching in schml in relationship to the 
community. Some teacher educators believed that it was not the responsibility of the 
schools to engage in community development. Other teacher educators felt "cheated" to 
be asked questions concerning school community relationsbip. 

(v) Vocationahtion: Limiteci resources was viewed by participants as the main 
reason why the education system was insensitive to the challenges of the day. The 
tendency to consider financial resources as a paoacea to pmblems of South nations was 
inherent in the beliefs of participants that vocational education was very expensive 
compand to academic education. The view that vocational education and other science 
subjects cannot be taught inexpensively rdlects a modemization paradigrnatic orientation 
that for my education to k good. it must be expensive as endoned by the Gonansa 
report (19W). It also irnplied that the education in the schools ranked as the "best 
schoolsw was good in itself for those students and iadeed for national development. 
Fmm a criticai paradigm perspective, crucial as they may k for any education system, 
funds are not an end in themselves to make an education relevant, practical and 
appropriate to the needs of Society. To assume that funds will eliminate al1 the problems 
in the system is an attitude and belief that is slanted to perpetuating dependency on donors 
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for vocational education to k o m e  a reality. However, same respondents expressed the 

belief that vocationalitaticm lacked the necessary "good will" from policy rnakers 
particulariy so since their own children rarely attended i t  It was considered an education 
for the poor which led to p o t  remuneration, low prestige and statu, and unattractive 
wofk environment, 

û.2.4. Education and development 

(i) C o n c e p h a ~ g  societ.1 development: The majority view fmm participants 
contended that development could be achieved through the unilinear path of 
modemization in te- of massive industrialization, agricultural mechanization, heavy 
capital, and human capital development. It was aiso associated with a high standard of 
living of the people. Ahost none viewed development in ternis of peoples' participation, 
equality, appmpnate, adaptable anaor relevant technologyleducation, critical awmness 
or conscientization of the people and environmentat care. Rather, lack of development 
was associated with lack of s a s  to "exploitu the rich na- remutces. 

(ii) Destitutioa: Furthemore, a majority of the respondents advanced a 
modernization view of blaming the victims of development . They believed that the 
genesis of poverty was ignorance, illiteracy, polygamy and many children, 
traditionallsubsistence agriculture that was insensitive to change towards modem 
agriculture; lack of advice on the part of the poor people; poor planning and "lazinessW . A 
minority view, however, held a critical perspective that believed tbat the poor were 
largely objects of exploitation by the rich and subject to various phenornena of structural 
violence that benefited elite minorities. 

(a) Authoritarianïsm: traditionai or colonial legacy? The study nvealed that a 
legacy of both colonial and traditionai inhentance combined to exaggerate the 
authontarian tendencies in the educationaî institutions and in the Ugabdan socicty. The 
prevailing s chd  climate and society did not fwor critical thinking tbat would lead to 
empowement and the promotion of values of equaiity, justice and human dignity for al1 
citizens. Critical thiaang would pose a challenge to the stanis quo dependent on 
asymmetrical power dations in the generation and legitimation of knowledge. It was 
considered necessary, the refon, to have people supportive in the education sy stem, 
particulariy in administrative positions who themselves have cultivated faith in the value 
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of a teacher as a ~sformative inteîlechial. It would only be then a teacher who is nitical 
in hidher thinLing would operate in the school setting with iimited risk of k ing  banissed 
and transferred to anotbet school es a 'discipünary' measure for hidher critical stance. 

(iv) ad: soüdarity and pattnereüp: The majority of participants expressed 
dissatisfaction with aid because of the conditionalities that tend to marginalize the 

participation of the recipient, albeit they felt that it was an "imvitabk evil" for the 
sustenance of the education system and 0th development programs a h d y  dependent 
on it. However, the majority of the respondents viewed aid as unproblematic, neutral, 
value-fm. and very helpful and developmentd in a typicai modemizatiou perspective, 
disregarding the strings that tie aid to Uganda's national independence. The respondents 
did not go beyond aid as technicaVfmancial transfers to analyze aid in terms of cultural, 
political and economic domination and imperiaüsn. Nonethe1ess. aid depicted a cornplex 
scenario in its multifaceted foms. The participaats disclosed that much as manipulation, 
exploitation, and dependence accompanied most aid packages, there has been iaabüity on 
the part of the Ugaadans to effectivey and responsibly care for national interests in 
projects partly because of incompetence in matching their expatriate counterparts and 
partly due to vested intcrests. 

When enamining the agenda targeted et fonign aid, one wonders where, indeed, 
the self-reliance alluded to in several policy documents including the White Paper will 
emanate fnw. If al1 the key pmjects and bodies are foreip aid-driven the sumval and 
sustainability of such bodies and projects is questionable if' this extemal component were 
to be excluded or terminated. It -fore me& skepticism whether these laudable 
statements about self'-diance wül stand the test of time considering that the viability of 
most cumnt projects and programs in the present and near future may continue to lean 
heavily on foreign aid, whose mission itseif may be inimicai to the expected values of 

building seif-reliance based on solidarity and partaership. In sum, how is the 
govemment adhering to the policy of soliciting and utilizing foteign nsources for 
education in such a way that the functioning of the educatiod system achieves the set 
national goals and objectives of achieving self-reliame? 

Neveriheless, some foreign aid has some potential of building solidarity and 
partnerships for Ugandan teachers. For instance, UTA has received aid from 
organizations to which it is affiliated like the Swedish Teachers' Organizations . 
Depending on how such aid is utilized, it couid fonn npples of empowement among 
Ugandan teachers prrpared to nflecî and trandonn their lives professionally if they were 
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provideci inservice piograms based on the critical transfomative paradigm. Rojects Iike 
TDMS sapported by USAID and World Bank, and LNSSTEP supported by ODA could 
also be onented to values and practices that pmmote solidarity and partneship as 
conscious stnitegies Pt every stage of planning and implementation of the pmject rather 
than "experts", whether local or foreign, assuming that they are missionaries on a 
civilizing mission. 

(v) InteUectual community: The intellectuai community was held by most 
participants in disrepute as unable to articulate national pmblems in a people-centend 
orientation. Society is seen as characterized by inteliectual inertia which was amibuteci in 
hun to the nature of the examination conditioned education system that did not cultivate 
curiosity and a sustainable search for knowledge and sotutions to problematic and 
challenging situations. There was expressed concern tbat the majority of the research 
was slanted towards foreign interests because of the fu11ding component which tended to 
decontextualize i t  and rendemi it l e s  relevant, appropriate and adaptable to the immediate 
problems of the Ugandan setting. However, this is not to infer that ali extemd research 
is imlevant As extemally-rnotivated research may be irrelevant to the needs of Uganda, 
"insidersu reseaicb even funded by the Uganda govenunent too equaIiy can be irrelevant 
and elitist-centered. The relevance of research, thenfore, depends on a researcher's 
attitudes. beliefs, and practices as a nsult of h i d e r  socialization in tems of paradigrnatic 
orientation to developmentai issues and pmblems. 

(ri) National integratioi and Unity: Language and development are inseparable. 
The fate of iadigenous languages of Uganda remained questionable in terms of their 
survival. The view held by those who participate in the debate sams  to regard local 
languages as a setback to national integration and modernizatiosi. Yet, the subsistence 
economy which remins the backbone of the national economy susbined by the masses 
produce using the same languages elites consider to be a setback to nationai unity and 
development. It is tempting to ask: if al1 Ugandms spdce English would Uganda 
experience l e s  strife and underdevelopment than the country faces as of now? W a l d  it 
not be blaming the victims of elitist manïpulati011 of divide and nile techniques to assume 
that conf'iicts, past and present in Uganda have been orchestrated by the "illiterate 
masses" who lack the English to dialogue with other Ugaodans fmm dHetent ends of the 
country to the extent that they find themselves simply Bsing in m s ?  The issues of 
national unity and integration are complex and thenfore can not simply be nduced into 
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linguistic equations thet if you substitute all the languages of Uganda with English, unity 
and tmquiiity sball reign. How have the most educated who are pmficient in the Eogiish 
language contributed to national unity in a manmr that those who do not speak tigiish 
have not? Could a ôiigual poücy k a prudent strategy to tacMe the issue? 

(fi) ReIevann and qmlity of the distributed edacati011= Teacbm were of the 

view that although the education was in large part jrrelevant to the development needs of 
the country, this kelevant education did not d e c t  tbat it was democratically distributeci 
to the citizens ~quaiiy. Some citizens noeived the best quaüty of the Vnlevant education 
as cultural capital to legitimize their privileges while those who lacked it were taught to 
accept their failure as th& fault for not working hard to be included among the victors. 
As part of the contemporary reality teachers face as the primary agents in the system, they 
are condemned to administer this inequaiity, same grudgingly and o h  nnconsciously . 
Depending on a teacher's paradigrnatic orientation, it is one thing for himher to 
recognize, from repeated exposure, that educational services for the p t  tend to be 
inadequate, chaotic, and disheartening and it is aaother thing ta understand that this is not 

an accidental, isalated situation, but that almost everywhere in Uganda this kind of 
education is received by those who have no ecoaomic options, some painfuily "under 
mes". National stnictures operating undera modemizatim paradigm have offered only a 
minimum education to children of the poor and made available its least reliable and least 
consistent services to them as people it has corne to Mew as its least valuable human 
beings. Put this way, the ineqdities are aot accidentai but are guided by policies bath at 
planning and implementation levels within a set of values, beliefs and attitudes that fa11 
under a particular paradigm. 

(viii) Budidimg a jmt and peacefbi Society: Evidence also nvealed that teachen 
were not in a position to effectively contribute towatds building a just and peaceful 
society at their places of work in schods and the wider society. They felt that the 
structures in which they served and the cwicuïum they implemented was not based on 
values of peace and justice. Instead social inequalities and âiscriminatioa against the 

poor and demanding silence fnnn students in order to deliver an imlevant curriculum 
was pm of a teacher's pnacupation. The just if î îon teachers gave is that it is the same 

curriculum the teacher was taugbt. S c h d s  lacked compassion, love and sdidarity for the 
students who are the future adult generation. The study did not fmd that teachers were 

engaged in consdous processes of building a dernomitic, just and peaceful society. 
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8.3. Poiiey implications 

h m  the foregoing conclusions, it is possible to maLe some recommendations, 
consistent witb thecritidtrandormative p d g m .  Uganda has not b e n  able to evolve 

ber own philosophy of education. GIecticism sccw to have been the fashion both in 

colonial and post coloniai eras, stresshg that education should foster a sense of unity, 
patriotism and belonging in young people. What is n d e d  is how to rcaiize these 
chenshed goals through education. This q i c s  the examination of botb indigenous 
cultures and kyond Uganâan fmntiers in ocder to weave a synthesis that transcends its 
negative past but recognizing its stmng strands as a foundation to leap forward as we 
prepare our selves for the rnillennium. This will mate a cultural configuration made of 
indigenous and fonign values which specifïcdly takes into consideration relevance and 

the unique ne& of the people of Uganda as part of the international community. It is 
prudent to note that pbilosopbical ideas do not oprate in a vacuum but in a given context 

It is true that the White paper on "Education for National Inteption and 
Development" discusses the aims of education at various levels quite elaborately. 
However, how these aims are to be translateci into action does not receive the balanced 
treatment it deserves. The ducusnent often remains a statement of platitudes and pious 
hopes. The reality of the situation demaads that a major thnist be made for adapting and 
brioging about innovations in the curriculum and peâagogy to meet the developmental 
needs of the country. 

Although new knowledge, new understandings and new theories of teaching may 
force a re-examination and a reformation of teaching maIity, unless constnictions fram 
past experience and.ingrained habits of thinking are continualiy articulateci and open to 

discussion and examination, teacher training iastitutions are less Uely to have tignificant 
impact on teaching activity in schaol sctting. 

h m  the fmdings, not only maie teachers were insensitive to stereotyping and 
discrimination against f e d e  students. Fernale teachers who are taken for granted as mle 
rnodels to the female students instead m t e d  circumstances that were supportive of the 
patriarchal mode1 whenby male supremacy was endorsed by the belief that African 
women should not act in certain stereotypcd ways. Although statements pmnouncing 
equality of opporhmity seem to be guiding governent poiky, in practice where it has 

been tried it remains viewed in public eyes as a token to the "girlsw, more or less as a 
favor of special consideration. Schwls in Uganda should therefore consider adopting a 
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non-dst curriculum, textbks. and other educaîional materials that can prepare citizeos 
who nalize tbat human k i n g  should abandon the varioas intricate ways in which they 

dominate each other and coop~ratc in ways in which d l  humans can flourïsh. For this to 
happen, schools and teacher educatim institutions should be at the forefmnt in creating a 
society frre from sex stemtyping and s e d  domination. As a preconditiou, the people 
who wish to change d e r  peoples' social practices are advised to simdtaaeously change 
themselves The stnictnns and pipctices tbat disadvantaged fernales n a d  to be mforxned. 
Curriculum aiid rcsoura matends need ta reflet femaks positively. Teechers need to be 
sensitive and conscioudy aware of these inequalities and thar causes and how to avoid 
them so that they are not perpetuated. The language, course content, and schwl 
atrnosphere need to be modaccd to deliver meanings tbat are not biasexi against female 
students. There is need for over aU societal change for the inequalities to be tackled. 

Administraton, poücy makers, and teachers need to develop democtatic attitudes 

and a WiIiingness to work with those they even consider to be their personal 'enemies' as 

long as these people are contributhg to the well king of the institution. Those in 
leadership positions should not institutiondize themselves by subordinating the iaterests 
of the institution to their own. Fmm the findings, voices pointed out that most 
headteachers demand subservience from the teachers, and the overall lack of 
accountability and transparency (Gonahasa report, 1994). It appears from the study that 
not al1 professors or teachers who may leave their various institutions do so only because 
of economic reasons in search of 'greener pastutes". Among others, some lave  because 

of sheerfmstration engineered at their places of work or political harassment because of 
being critical to a system or the views of their superior colleagues/ôosses. There is a 
need, therefore, to mate spgces and spheres that promote genuine democracy through 
employing peacefd means of conflict molution and d e r  more tolemt means guided by 

the transfomative paradigm. 
The community shopld be drawn upon as a nseivoir of folk wisdom and the 

necessary cultural base to build the foudation of any enduring indigenized, adaptable 
and appropriate know1cdge that schools would k able to generatc. Furtbermore, the= is 
a need for genuine collaboration between the school and the community in areas of 
environmental conservation and other aspects that would contribute to sustainable 
development. T h i s  calls for a respect of values, sLnls, and knowledge the community is 
able to generate and integraie in the schml settiag witbout relegating it to the periphery. 

Many well intentioned statements made to evolve indigenized patterns of 
cumculum geared towarà national integration have been frustrated at two levels: the 
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infrastructure to translate the intentions into actions appear to k missing, and when it is 
appmntIy available, indiffcreoce andlor even open hostility mate bottfenecks in their 

smooth implementation. In some cases, politicai considerations have outweighed 
educatimal ones keepingthe latter on the shelf. However weiî meanhg a pdicy may be 
in its intentions and coaceptioa when it lach the good wïli of the policy maken, its 
Juccess is highly doubted. A case in point is the fate of Kiswahili and the vocational 
subjects in the curriculum. Rtspondents consistcntiy bdicveâ that policy malcers lacked 

the nec- cornmitment and interest to support sucb policies. It is hoped that their 
irnpIcmentation wiU not be ovenan by yet a n o t h e r c o ~ s s i o n  and a White Paper. 

Although a poor country lïke Uganda diLl nceds to mly on foreign assistance for 
education development needs, thm is a serious lack of a culture of improvisation within 
the schod setting which pmotes dmost total dependency on importeci materiais and 

equipment Teachers seemed to have little capacity or effort to adapt and appropriately 
modify mources to make them devant and sastainable in the local setting. It was for 
this lack of ingenuity, creativity and innovation that every problem was reduced into 
monetary equations. Both teachers and policy maicers would not hesitate saying, "it 

won't be possible unless we get a donor to corne and help us" which is merely promoting 
a culture of dependency. It is not a part of development wisdom to be importing things 
like litmus papers in labotatories of science instead of improvisiag. Thece is also a need 
to ovemme the attitude that in the name of comparative adventege, it is less expensive to 

buy some of these things than making them yoursclf. 
School teachers should be coapted to teach at the School of Education and 

teacher education institutions for shoa perids and even better, exchange teaching 
positions with teacher educators. This does not only give tutors opporninity to test out 
and demonstrate the usefulness of the ideas they piornote, but can also speak to their own 
students with a higher de- of d b i l i t y  about schods and pupils. At the same time, 
student teachers would benefit directly from the experience of dasstwm teachers. In 
any event, such teachen would then be in a position to influence the content and style of 
teacher ducation courses. At the same time such practicing teachers would come to 

undentaml the rationaie and content d the Schod of Education or any other teacher 
education program. 

The study also clearly underlines the urgent need for inservice programs. 
Teachas currently do not have access to inservice opporhiaities. But the kind of h d c e  

programs merits serious consideration because if it is conceived within the cumnt 
stnichires, values, attitudes, and paradigrnatic orientations whose inclination is the 
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transmission model, it wiU be merely reinforcing the technomtic, undemocratic and non- 
pmticipatary strategÎes of teaching which would yet fail to prepare the desired citizen. 
Inservice therefore should include aspects of organïzing at grasmots of village projects 
which ernbrace conscientization principles; non-formal prognuns wbich show how 
education can k so directly relevant to the people-centmd development; and programs 
ôaseci on interculnaal solidarity and close b g e s  with ethnic commuaities. Inservice 
should be conceivecl in ternis ofpgtams which will heighten levels of teachers' critical 
tbinkiag leading to dection and seKempowetment. It is when teachers are empowered 
themselves that they can empower their students. This would k a positive step in the 
nghtful direction if authentic structurai transformations succeJsfuly occurrcd in the wider 
political, ecoaomic and social systems. Such system would provide a supportive 
environment for a more participatory education to contribute to authentic people-centered 
development W1thi.n the Ministry of Education and Sports or related units there shouid 
be an officer for insrnice education. It also calls for adequate resource allocation 
equitably distributecl in relation to the hodistic development of the education system. 

There should be general impmvemmt doveraii conditions of service for teachers 
if they are ta contribute to the transformation of education in Uganda. But since beliefs, 
attitudes and values in themselves will not produce and sustain a functional 
transfomative intellectual in a vacuum, structures must be supportive by actively 
promoting faimes, justice and tquality. 

There is a need for teachers to klong to professional organizations to assert their 
cause with the purpose of inenasing levels of genuine participation, justice, respect and 
professional integrity for the collective contribution of al1 teac hem. Ho wever, suc h 
organizations should not yet become d e r  means and fom of (n)producing control 
mechanisms instnirnental to those in power to demand subsewience, passivity, docility 
and their likes fcom the teachers but should enhance their professionai growth. The 
failure of the leadership to chart a clear vision of the fuhm of UTA, coupled with the 
sustained p s t  govmunents actions over the years to weaken it as much as possible, have 

combinecl to reduce its influence as a body representing teachers' interests in Uganda 
Although W A  may continue to exist as an interest group, its significance and influence 
might continue to diminish. 

Fiaally, what is needed is an approach that stresses not ody transformation of the 
educationaî system but also of society - the politicai, social and economic structures in 
which the education system operates. It is impossible to change society through education 



alone. Refoms in educatiooal policy must go togethet with refoms in other sectors of 
saiety if jztstice and equality are to k achieved within a genuine del~nrtatic society. 

This study has made some contributions to the body of knowledge that is 
presently avdable in the discipline of int~timalfmtcrculturaî education, with particular 
derence to the coroliary fied of tcachei education- It has demotlsfrated thst teachers in 
Uganda as pnmary agents of the school system, are operating in stnictures tbat innuence 
their work and their üves in a cornplex way. Schooling takes place in a social, political, 
economic and culmtal sening which to a v a t  extent conditions how leaming is 
orgaaized. Whereas in theory the policy statements advocate pnnciples of equality and 
participation, to d u c e  the gap between the nwards attacbcd to intellectual and manual 
wodc, and ta develop tics with theu communities, s c h d s  in ptactice are dominated by 

technical manageriai perspectives of education in terms of "standardsw, "achievement- 
oriented", mentocratic". streaming", acaàemic mastery and individual achievement rather 
than collective effort In doing so, the signals it sends to the students, parents and 
teachers are that the economic growth oriented development under the modernization 
paradigm requires more skills than it required participation and equality. In such a 
situation, how does a teacher caught up within such structural connadictions contribute 
meaningfdly to national development? The study lends further empirical support to 
theorizing of analysts such as Carnoy and Samoff (1990) who argue that societal 
transformation would requin a commiaed and consistent shift from the cumnt practices 
and orientations in terms of scbool otganization and leaming processes. Nevertheles, 
ihis requires the kind of developrnent strategy and the political will and determination to 
implement it, which most politicai leaders in Third Worid countries have not been 
prepared to demonstrate, at least, up to this point in thne (Bacchus, 19BB; YeaLey, 1981). 
In large part, the study has demonstrateci that the way education is organized and 
distnbuted senes to eatrrnch social diffhmtiatioa of people into class and stanis p u p s  
with varying access to incorne, weaith, privilege and powet in the Ugandan society. 
FKnn the point of view of its accessibility to and retentivity of students, the education 
system is biased in terms of class and, to some extent, ethnicity. Although ostentibly 
selective cm the basis of merit, the system is süongly biased against the lower classes, the 

nid population and the poor majority. This is aüributed to the education system's nature 
that is umcunstructodly consewative because the bureaumats who are its guardians are at 
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the same time its most successful products. It is evident fmm the findings that 
discriminlition among children baseci on sex in the distribution of educaticmal opportunity 
bas marginalized the female child in Ugandan scbds aad society. Available literatun 
fmm other South contexts cmborate this fmdhg (Ashby, 1985; Brown, 1984; Eliou, 
1976; Büaimah, 1982). Tbere were cvident regional imbaIances which geographicaily 
placed ethmc groups inhabiting them in a dcprived and impoverisbeù position which was 
dso rcfîected in the kind of Xerior educatioa they nceiveâ, some children sitting "under 
trees" and miting h m  thar laps. This was not a healthy development in the long run as 
fat as national unity and social justice for a peacehil nation was concemed (Kumar-D 
Sausa, 1976; Van der Berghe, 1418; Colts, 1981). How such injustices cm be overcome 
remains a cbalIenghg question forthe present and the fùture. 

The cumnt education provided to Ugandan citizens seemed to be rrlevant only to 
the needs of a very limited miaority elites in the country. Hence, it left the majority wbo 
acquked it unemployed or malemployed, fnrstrated and aiienated. The "diplorna disead  
was a d and felt p m b h  the country faced, with very Iimited possibilities of averting it 
in the near future. In spite of this, the same academic-ocieuted education has continued to 
be the main duty of teachers to distribute in mechanically-organized classmoms. This has 
generated the "credentiai inflationw syndrome which is supporteci by an excessively 
cornpetitive examination system. The view that education alone has an answer to such 
development prublems without the coocerted efforts of the vaiious structms in society is 
likely to remain an iilusive prescription (Dore, 1976; Oxenham, 19%1; Bacchus, 1988; 

Camoy, 1982). The view that the present elitist education offered to the majority of 
children alienated them fmn their social natural conditions featured pmminently in the 

fmdings. Even if non-forma1 education was to be explored, which indeed it should 
urgentiy be, still it wouid q u i r e  transforming the stnrhues tbat might militate against its 
potential positive impact (Wald, 1978). This would hclude rethinkiog the reward system 
and examination piocesses, values and assumptions that underpin teachhg and ltamiDg 
in the p s e n t  systern deducation. 

Although the problem of the brain drain has mainly thrived on the nature of the 
present education d e m i  in Ugaada, many other factors have alsa aggravateci it. Uganda 
has faced political upheavals which have militarized and precipitated violence in the 

country. This in the part decades k d  partly to the extemai brain drain. Nevertheless, 
there is also what may k referred to as interaal brain drain where for instance dissatisfied 
teachers with their inadequate remuneration continue ta leave teaching for other "greener 
pastures" within the country. Much as in the industrîalized countries in the North, 
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deprofcssionalization and its attendant deskiiling and proletananization of the teaching 
profession has k e n  induced mainly by technologicai advancements which have taken 
over part of a tacher's domain of expertise. It bas taken a different trend in Ugmâa, 
jmrticularly with the budget cutbacks in education in the globalization era (Samoff, W6). 

Teachers fmd it exatmely din~cult to survive on th& meager daries. Consequentiy, 
they have left teaching to those who use it as a stopover as they seek "becter" alternative 

employment. Those who still pcnist consider teacbing very secondary as it cannot 
support them ecanornically without relying on something else to supplement the salary . 
This has further coatributed to the emsion of the quality of teaching and education. 
Teachers have no the to refiect on their work and theu lives as they are kept on the run 
for survival. This is also parallel to views exptessed by Bacchus (19%) with regard to 
the Third World context. 

Apart from the intemal loss of teaching piofessionais to other sectors, brain drain 
has thrived on an education system that seems to be insensitive to local needs and 

detacheci from the lived dities of the country, pmmising dreams which are motivated by 
values of ccmsumption and affluence which are untenable nor sustainable in the economic 
realities of Uganda for the majority of human beings. The international cd1 for Education 
for Al1 by the year 2000 therefore should not be taken wholeheartedly without querying 
the devance of its content and its appmpriateness to the ne& of its recipients. Wili it be 
the distribution of the present type of education to al1 citizens, and if so, for what 
puipose, and to what ends? From the evidence adduced in this study, education for al1 
on the mode1 of the ducationai system cuttently orgaaized and pravided in the social. 
political and economic structures does not seem ta signifïcantly lead to the hpmvement 
of the q d t y  of lûe of the majority of its recipients. It, therefore, calls for more creative 
thinking and, above. aii, good-will and commibnent that goes kyond policy documents 

and provide an education that will empower citizens who cm participate in authentic 
people-centered national development. 

This study supports Parmar's (1970) conclusion that due to lack of justice in 
many Third World nations, 'many of the stmggles even though they talce ethnic, tribal, 

culturai and Iinguisiic forms constitute a part of a quest for equality and human digeity". 
Similady, Seen (1977) has noted that "perhaps even more important. since race is 
highly comlated with income , economic inquality ües at the heart of racial tensions." 
Uganda bas had a big challenge of racism, tnbalism and ethnicity permeating structu~es 
of national character ever sioce colonial mle exploited it instnunentdly to establish and 

entrench itself (Kamgire, 1980: Mamdani, 1976; Ghai, 1965; Bujra, 1992). For 

317 



example, the economic position which East Indians haci been placed in as middlemen in 
the economy between the Africans and the capital centers in the North anuigonized them 
with Afncans mil  it culminateâ in th& expulsion during Amin's despotic d e .  The 
departun of the East Indian population did not xnean that the stmctures which sustained 
inequaiities in incorne distribution and expIoitaîîon of the xnasses came to a sudden end. if 
anything, it intens5ed. To considet education in isolation as a panacea to national 
integration in Uganda would seem to k oblivious to the underiying d i t ies .  Wbile 
culnnal ciifferences a factors influence nrh etbnic pdarization, they are often intimately 
linked with social. economic and politicai stnictures and relationships of the wider 
Jociety. The ciment institutions of cducation tend to reinforcc rather than mitigate such 
sbcietai injustices. Rather than contributing to building a society based on justice and 
equality of ail human beings, education instead declares a minonty as victorious while at 

the saw tirne condemus the rnajority as failures. The view by politiciandpdicy makea 
that victims of mentoctatic discrhination shouid not be declared fadures by the public, 
and that resuits of the b a t  schools shouid be concealed so that they do not demoralize the 

"poorly" performing s chds ,  daes not taclde the fndamental stnicutures that generate 
such disparities in performance. The cumculum which disairninates against certain 
cuitures both in direct and indirect or subue ways seem to be counterpCOductive as far as 
nation-building is concerned. Al1 cultures therefore need to be valued equally in the 
schobl setting and society as part of the whole that makes the hentage of a country and 
gives it a national character (Toh and Cawagas. 1989). Society, and in @cular, policy 
makers and teachers wbo implement these plicies in the school setting and classrooms, 
need to act coasistently with values and practices that consider fairness. justice and 

equality not mmly as goals to aspire for. Efforts must k directed ptactically towards 
achieving them. 

The study expiored the theme of aid and the fuidings were revealing. The view 
held by Samoff (19%) that most Thkd Worid countries' education budgets tend to be 
dependent on fomgn aid came to the fore in policy documents and views of participants, 
especially policy makeK Neveitbeless, the iittle semitivity to farcign aid implications on 
the part of some Ugandan bureaucrats reporteci by Himbara and Sultan (1995) seemed to 
hold truc for the majority of participants who regardexi aid as developmental. 1 argue that 
the opposite is occming. For aid to be meaningful and genuincly developmental, it 
should be conceiveû as partnerships for building sdidarity. Taking tacher education as 
an exampie, aid that is soüdarity-oriented wouid consider outcornes that lead to the 
ernpowement of g r a s m t s  movements sa that they can shape their own destinies in 
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accordance with their most pressing needs. It a h  cdls for more equal, cooperative 
efforts betwœn North and South pdcipants directed at meeting the needs of the most 
disadvantaged poples of society. In situations that involve xholars fmm the South 
studying in the North, consideration would be given to the various alternative models 
based on cuitmai idcntity and geocultural specir~city in the pmgrams to which they are 
exposeà (Amove, 19%; Bacchus, 199%; Bacchus, 1975: Weiller, 1984). The issues 
and proMcms that charaderize the realities of Thini Worid countries like Uganda should 
be infused into the partnenhips at their designing stages, including curricuium, 
pedagogy, and organizational structures so that participants ernerge with a better and 
critical understanding of the problems, and tbe possible al temative people-oriented 
solutions. It is relevant to question at the inception of such a partnership which way is 
such training program in a position to prepare teachers and educators who consider their 
tasks as empowering and transformative? Participants in the North, paiticularly advisers 
to students should be able to ask themselves, for instance, whether a student of 
engineering fmm Ugaada at the University of Aiberta wiii k more helpful to Ugandans 
to improve envimnmental sustainability and l d g l o b a l  justice by insisting that such a 
student takes a course on ice engineering against his will, a course thar focuses on the 

cold snow region areas. It would be helpful if such students were encouraged to explore 
ideas, values, skills and methodologies drawn from the dependencylstnicturalist 

paradigm so that they can be exposed to principles of conscientization, justice, structural 
violence, self-reüance and participation. Solidarity also means not king defensive about 

critiques that appmpriately identify the North as part of the problem of the South, 
whether that influence stems from transnationai corporations, official development 
assistana, trade, aid, or other channels roh ,  19%; Tob, 1992; Arnove, 1996; Samoff, 
1996; New Intemationalist, 1996). 

Given the complexity of problems and issues in a Tbird Woild nation like 
Uganda's educational underdevelopment and development, what ideas, stlategies and 
practices might be possible in order to optimize education's role to societal 
transformation? In which ways cm a teacber be prepared and supported to play a 
trandormative d e  in Uganda? T d o m t i o n  hece is conceived in tenns of explicit 
values orienteci toward a more equïtable, just and peadul and sustainable society. What 
could k available alternative theontical and practical ideas, pwsibiiities, potentialities, 
and experiments for linking education to this desied societd transformation? These 
inciude the inf'iuential phiiosophy of education for empowerment, conscientization, and 
praxis popularized by the nhowned adult educator, Paulo Freire; the concrete 
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application of comcientization principles in adult and community education; and the iîmits 

and possibilities, as weli as dificulties, lessons and hopes of auning entire education 
systems towards transfomative goals in society would lead to a just and dignified 
sustainable development (Freire, 197Q 1976; Toh and Cawagas, 1989; Wald, 1978). 

Through qualitative research, this study sought to understand social events from 
the participants' perspective. As part of the ethics considenitions of this study, efforts 
were made to build solidanty with the participants during the field work and workshop 
that was organized to conclude the research in Uganda. Follow up contact was also 
rnaintained thmugh writhg to some of the participants in the study with the view of 

sustainhg a dialogical relatiouship. Such le- of appreciation and encouragement to 
teacher participants, it was envisaged, expressed solidarity and would breathe new üfe to 
them as subjects rather than treating them as abjects in the research process. It is also 
hoped to mate  an entry point for f m  action and colIaborative research efforts that are 
envisioned as a folIow up to this study on returning to Uganda. 

Nevertheles, for a similar study to be improved, it is suggested that the voice of 

the researcher should be head more than it is currently heard in the present study. 
Although it was viewed enriching to the study to give teachers adequate space to narrate 
their views and experienas, it could pmbably have been moderated. Secondly, it would 

also be prudent to delimit the study further to fewer schools and respondents than the 

present study has included. This would make the shidy more handy and more 
manageable and pmbably achieve similarconclusions with less data, and in a lesser time 
than what the present study nlied upaa. 

However, according to the teacher participants, ib is  study provided hem an 
opporhmity to reflect on some of their attitudes, beliefs and ptacticcs, and for their voices 
to be listened to for the fvst time. For the workshop that was held with the teacher 
participants, it served not ody as a source of data for the study but also as an i n s e ~ c e  
workshop to those teachen, and a moment to corne togetber as teachers from different 
schools nual and urban to &are theu views and experiences about their lived reality. For 
this, teacher participants expressed appreciation for the enrichhg and reflective 
experiena that was prwided by paaicipating in this study. 



8.6. Recommenàations for further research 

This study does not, in any way, daim to be exhaustive nor was it one of its 
cardinal intents. However, if it could provoke and cause interest among cesearchers to 
further investigate the issues it has raised, then, it would bave accomplished one of its 
primary objectives. In light of the findings, it is therefore recommended that 
consideration for the following aspects for rcsearch would k a useful endeavor for the 
pnmss of nationai devtlopment: 

1) Coilaboraiive action ce~eafch: There is a need to seek opportunities to conduct research 
in schools and involve practicing teachers as collaborators. h m  the experience of this 
study, it bas revealed to me that good teechers are also often the oaes who maintain a 
questioning stance towards what and how they teach. Teachen need to know that they 

can be researchers in their own classrooms or schml and community without having to 
obtain an hstitutioaal seal of approval (Hollingworth, 1% Wallat, et al., 1983; Jenne, 
1994). Collaborative action research efforts would not oniy generate new insights that 
illuminate theoy and research but also empower the cdlaborating teacher and rejuvenate 

him or her as an active participant in the process of generating bis own knowledge (Dias, 
1989). The current contradictory situation of the teacher in the school structures is 
undermined by a contradictory relation to the curriculum, the leamer, and the school 
organization. Educators need to continuously analyze the paradoxes and contradictions 
inherent in their relation to the students in the classroom and to the noms that regulate 
school behavior and to knowledge and saciety. A more refined analysis of the 
relationships discussed here through furtber research should provide the tools for tracing 
the processes and thus provide a dynamic explmation how education contributes to the 
transformation or reproduction of a status quo. 
2) There is a med to study from a d c a l  alternative perspective the textbooks king used 
in Ugandan schools. Arnong the pnmary objectives would be to establish their 
paradigrnatic orientation; theu adequacy in taking care of issues of gender, race. class and 
culhnal values; and their overail potential contribution to developing a citizen committed 
to social justice and people-centered authentic and sustainable development. Such 
textbooks analysis however is but complemented by nsearch ieto the process of use and 
outcornes inv01ving students and teachers in the dyttamics of textbook use. 

3) There is a need to cany out a systematic study of the School of Education pmgrams 
directly. In relation to some of the issues that amse in this study, it would be appropriate 
to investigate the pedagogical practices of teacher educators, teacher education programs 
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and the paradigms that idorm them. It is hopad that such a study would provide insights 
that mggesting which direction refoms or trandonnation should be considered in an 
effort to create a more überative envuonment to prepan teachers who c m  contribute 
toward national developwnt. 
4) There is a need to conduct a coilaborative actioa research study on school and 
community relationship in detail, involving teachers and memben of the community as 
coilaborative participants. This study has given spaces for teachers' voices to express 
th& views. A similar shidy invoh4ng school and community members therefore would 
provide original understanding from cornmunity members the attitudes and beliefs they 

hold toward school and community nlationship. For instance, how do they see the 

school participating in the development of the community and vice versa? What 
expectations do they hold for such a relationship? In which way could the school- 
community interaction be improved in tenns of development based on values of justice 
and solidarity? 
5) There is a need to cany out a study erploring gender coatext in detail with regard to 

differences and similarïtia in the views of male and female teachers' professional 
identity. Such a study woutd also investigate whether male and fernale teachen see 
educational questions differently as far as issues of development are concemed. 

8,7, Conclusion 

This study has demonstrated that education takes place in a complen redity. The 
view that "no education system can be bettcr than the quality of its teachers, nor can a 

country be better than the quality of its education" is relevant. Equally relevant to the 
Ugmdan situation is the view that neither c m  teachers be better than the education system 
that produces them. Their quality need to be viewed not in neutral terms aor in a 
vacuum. The quality in this case should be viewed in ternis of the kind of values, 
beliefs, and attitudes that underlay the pmgrams and pdicies that p n p m  teachers. What 
are the paradigrnatic orientations, woridviews that underpin the process of development 
of the country, and what stxategies are being nsed to achieve them? What is the d e  of 
education in this pnmss in designing and organizing a cumculum. and its pedagogical 
orientations in preparing the desired citizen to participate in the articulateci development 
process? What kind of a teacher is needed to prepare such a citizen, and how cm that 

teacher be ptepared? What is the d e  of society in this process? Can a teacher alone meet 
the challenge? There is a need to prepare a teacher under t h  critical transfomative 
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paradigm who wiU prepare a traasfomative intellechial citizemy, a teacher who witl be in 
a position to contribute ta a better quaiity education. This education wiU I>ring up a 
generation of future adult citizeiis empowereâ to build a dernomatic compasionate and 

just society, a genemtion that will hopehilly act more respaasibly than we ourseIves bave 

been. 
Nevertheless, the community and society as a whole should view thernselves as 

equally charged with the responsibility of contributing towards building a j u s  and 
peaceful society by espousing and ptacticing attitudes and beliefs consistent with that 
g d .  The task of preparing future adult citizens, thcrefore, should sot be seen as nsting 
on the shoulders of a teacher alone. The contemporary rcalities which characterize the 
wodr place and teacher's lives at pnsent are incongruent with Society's expectations from 
them. As a point of departum. the political, d a l ,  and economic structures bat should 
create an environment conducive fa a tnmsfomation seem to k less pmmising, locally, 
nationally and internationally with this wave of globaiizatioa. Furthemore, this study 
has demonsüated that education in itself is not a panacea to development, especially the 

current dominant type deducation that excludes the needs and aspirations of the majority 
poor. The pronouncements internationdy made regarding "Education for All" need to 

consider the underpinning assurnptions of such education if it is going ta have any 

meaaiagCul and lasting impact on the lives of its recipients. It should not be school for 
school's sake. Currently, globalization seems to be excluding the poor masses in its 
promised dream of worldwide limitless "pmgress." Instead, it is margindizhg and 
dispossessing them on a world scaie. The cutbacks in health and ducatiou in national 
budgets do not promise any justice and equitable solution to the stnictural violence and 
destitution to which the poor are ex@. Al1 these are chaîlenges with signifcant impact 
on education. The reality in wbicb education takes place is complex quiring non- 
simplistic prescriptions. A holistic approach that genuinely takes into account the 
multifaceted nature of the teaching and leaming/pedagogical activity merits urgent 
consideration. The genuine participation of ail wmbers of society in this endeavor is 
requind at al1 levels, with ef5ort to TCClress the ugly inequalities and imlevancies that 
characterize the preseni system of educatioa. It is true that funds are a necessary 
ingredient in dl this effort, including aid. However, witbont appropriate, relevant 
attitudes and practices in terms of paradigrnatic orientation guiding Our actions, wiii not 
do much. 



Abagi, J. O. and Cieghorn. (1990) Teacher attitudes towards the use of Engiish, 
Kiswahili, a d  motbei toungue in Kenyan primary classrooms. Canradùmond 
~ e n t a r i o ~ ~ a r t o ) t l ~ l ) :  61-71. 

Abercrombie, N., Hill. S., anci Turner, B.S. (Lm) nit Penguin Dicn'otuq of 
Sociofogy. New Yo*: Penguin Book, U.S.A. 

Adams. D. and Bjork, R U  (1%9). EmccationinDevelopingAreas. New York: David 
Mckay Company, Inc. 

Adams, W. and Diriam, J.B. (1968). Z ' k  &.an Drain. New Yak MacMillan 

Alatas, S.H. (19'72). The captive rnind in development studies JntemdodSociai 
Science Jounirrl, SA( 1 1: 9-25. 

Alatas, S.H. (1977) Ihtellectuals in the Developing Sucieties. London. Frank Cas. 

Alaîas, S.H. (lsn>. nie myh of the laty &ve. London: Frank Cas. 

Alatas, S.H. (1990). nie problem of corruption. In. K.S. Sandhu and P. Wheatlely 
(ed.).Management of success: The mouIding of moclent Singqpore. Bouldre: 
Wesîview Press. 

Alatas, S.H. (1993). On the indigenization of academic discourse. AfteTIlQtiVes. (18): 
307-338. 

Albrecht, U., Ernst, D., k k ,  P. and Wulf, H. (1974)haments and 
undedevelopment. Buflerm ofpeace proposuls. Vol. 5, No. 2. 

Alensky, S. D. (1957). Flonicit&napothyto~ci@ort. A paper presented at the 
sixth mual  fall conference. Association of Community Couacils of Chicago. 

Allahar, A.L. (1995). Sociology Md theperiphery: Xkeories and issues. Tomnto: 
Garamond Press. 

Altbach, P.G.(1971).Education and neocoloiUalism.Teachers Cdege Record 72(4): 
543-558. 

Aitbach, P.G. (1974). Publishing in developing c o u n t n e s J r i l ~ o d  SociolScience 
J o d ,  26(3): 4-73. 

Altbachf.G.(1977).Se~nide of the minci? Education, dependency, and acocolonialism. 
Tetachers Collcge Record, 79(2): 187-204. 

Amin, S. (1973). Neo-colonicJism in West MCCI. Baltimon, Md.: Pcaguin. 

Amin, S. (1974). Accumulation and development A theoretical model. Revîew of 
Afncanplîticai economy. ( 1):9-W. 



Amin, S. (1974). Accwnulorion ona workUscale. New Yodc Monihly Review. 

Amin, S. (19'77). Education, ideology, and technology. In his book, IkperialLsm and 
Une@ Datelopment. New York. Monthly Review. 

Amin. S. (1991). Comments on Kerala. Monthl'y Review. 4x8). 

Amb, S. (1992). Columbus and the new worîd, 1492-1992. MontMy Review, 44(3). 

Amuta, C. (1989). The- ofAjh'cmUtemnoe: Implications fw Roctical CnticIsm- 
London: Zed Books. 

Anyon, J. ( l m ) .  SchooIs A s  Agencics Of SocUJ t e g i ' o n .  in W.F. Pinar (W.) 
Contemporary CUmcdum Discourses. Scottsdaie: Gorsuch Scarisbrick. 

Anyon, J. (1990). Elementcgy Schooli~~g And Disti~u:tions of Social C k  Taylor, G. D . 
(Ed) (1990). The Socidogy Of Leamhg And Achievement: A Sourcebook. 
University Of Alberta, Edmonton. 

AppIe, M. (1982). EducotrCondPower. London: Routledge and Kagen Pd. 

Apple, M. (1993). OflculC Knowledge: &mocratratrc &cmOn inu Consewcaive Age. 
New York: Routledge. 

Apple, M. and Christian-Smith, LK. (eds.) (1991) The Politics of the Tenbook. New 
York and London: Routledge. 

Apple, M. and King, N. (1974). What do schools teach? In. ,J. Macdonald and W. 
Gephart, eds., Hiunanisrn mid Educa~bn, Berkery : Cd., McCutchao. 

Apple, M.W. & King, N.R. (1977)- What Do Schods Teach ?. C&culum Inquiry. 
6(4) 

Apple, M.W. (1979). I&ology And Cwïculum. London: Routledge & Kegan Paul. 

Apple, M.W. and Beane, J.A.(1995) Democt~cSchook. Virginia: A d a t i o n  for 
SupeMsion and Curriculum Development. 

Amove, R.E(l(1980). Comparative educatim and world systems. Cornp&eEducmon 
Review, Hl): -2. 

Arnove, R.E(l982) (Ed.)Philonthropy~Cuf~arzlIrnperkJh. Bloomiugton: Indiana 
Univmity . 

Amove, R. (19%). Partnershps and emancipatory educationai movements: Issues and 
p r o s p e c t s . Z k A 1 ~  J o d  of Educutional Resemch, 42(2): 170-177. 

Ashby , I.A.( 1985). mWty and discrimination mong children: Schooling decisiom in 
nuai Nepai. Comparative A!iIluca?zbn Review 23(1): 7S& 



Ashton, P. and Webb, R (1986) Making a dif/eren: Teucher's sense of Eflcacy and 
Snrdént Achimement.. New York: Longman. 

Atkinmn, P. and Delamont, S. (1990). Writing about teacbtrs: How British and 
American ethnographie texts describe teacbers and teacbing. Teahing ond 
Te4~herE&onOn, q2): 1 1 1-125. 

Ayers, W. (1W5). About teaching and teachers: Thinking about teachers and the 
cumculum. tkrJwadEdiccmtdReview, Wl). 

Bacchus,M.K.(1974) Secoadary s c h d  cURIcuium and social change in an emergent 
nation. J o d o f  CMcu1m Sndies 7 (2) 

Bacchus,M.K(1975). Some developments and @lems of teacher educatioa in the 
Thinl Wdd.CmibbePn J o d  of EdUcation, 2(1): 1-14. 

Bacchus, MX. (1979). Stmctwal Tmsfomation as a prerequisite for the Success of 
Non-Formal Education Rograms in Economicaily Less Developed Countries. 
CdanandIntenianunai&catiOn, 8(2): 83-91 

Bacchus, M.K. (198 1). Education for development in underdeveloped countries. 
Compcrrative€üuc~'on , 17(2): 215227. 

Bacchus, M.K. (lm). The plitical Context of Vocationalization of Education in the 
Developing Countries. J. LangfoJ and Li1lis.K (a.) V ~ c ~ o ~ I i k i n g  
Eükation. Sydney: Pergamou. 

Bacchus, MX. ( lm) The d e  of education in achieving equity, cultural divenity and 
national unity in a mult-ethnic SocierySingopo~ JournaCof Erliccation, lO(2): 110 

Bacchus, M.K (1992a). Education in the Third World: Present realities and future 
prospects. In. JJ. Burns & A J. Welch W.), Contempotaryperspecrives in 
compat.ativee&catbn.. New Y o k  Gariand 

Bacchus, M.K. (19%). The rde of teacher education in development in South countries. 
In. TheA~bennJoufllcl~of~uc~o~Rese~trch, 4m): 77-86. 

Baie, J. (lm. Sport in geography. In. L Fien, and R Gerber (eds). Teaching 
Geography for a Better World. Brisbane: The Jacaranda Ress. 

Barn, P.A. (1957). Political econorny of growth. New Yo*: Monthiy Review. 

Barber, K. (1995). Mrican-Language litcrature and postdonial criticism. Research in 
Afiiun Literatures. 26(4): 3-30. 

Bamaby, F (cd) (1988) 7%e Gaùzpeoce atlas: S&ul into the thàd nillenium. New 
Y& Doubleday. 

Bamet, RJ. and Muller. RE. (1974). Globalreach: ïkpower of the muItinatrOnai 
corpor~onr. New York: Simon and Schuster. 



Banet, H and Brome, A. (19%). Ertport hoiticultural production in Sub-Saharan 
Airica- The incorporation of The Gambia In.Geogru,phy, Part I., Sl(350): 47-56. 

BelenLy. M.F.. Clinchy, B.MI, Goidberger, NOR, and Tanile, J.M (1969). Wornen's 
ways of knowing: Thc &elopment of self; voice, and mind. New York: Basic 
Books. 

Bell, L dr Schaiedewiad, N. (1987) Reflective minddi.ntentional h e m  joining 
humanistic educatim and criticai thcmy fodiberating education. Joianal of 
E i h z t h . .  l69(2):SS. 

Ben-Peretz, M. and bmer-Hayon, L. (1990). The content and the cantext of 
professional dilemmas encounted by novice senior t e a c h e r s ~ ~ o n a l  
Review, 4x1): 3 1-40. 

Berg, B L  (1995). Qualitutive research naethaîs for the socialsciences. Toronto: Allyn 
and Bacon. 

Bennan, E.H.(1!979). Foundations, United States foreign policy, and African education, 
1945- 1975. Hmvmd~c~lnonul RevreVr&v, 49(2): 1 4 5  179. 

Bernstein, B. (1977). Education canwt compensate for society. In. B.R. Cosin, LR. 
Dale, G.M&land, D. Mackinnon and D E  Swift (eds.), School and Society. 
London: Routledge & Kegan Paul. 

Best, F. (1990) Eilucation, n < l ~ r e .  hlonan nghts andintemationa1under~rCIIICijng: The 
promotion of humcutistïc, ethicalmidcultwul values in e&catiion Paris: 
UNESCO 

Biesele, M. (1944) H u m a  rights and democratization in NamibiaAfncmi Rioal d 
Ur& Srudies. l(2): 49-72. 

Binkiey, N. and Brandes, G.M. (1995). Reflection: Meanings and interpretations. 
Cwiculum inquiry. 25(2):#n-212. 

Biraimah, KC. (1982). Different icnowledgt for different folk: Knowledge distribution 
in a Togolese secondary school. In. P.G. Aitbach, R.F. Arnove and G.P. Kelly 
eds., Comp& E;ciiccatiort. New YorL: Macmillan. pp. 161-175. 

Bock, J. (1982). Edacation and developwn~ A codüct of meaning. In. P.G. Altbach, 
RF. Amove and G.P. Kelly eds., Comparlrrtive~cmtion New YorL: 
Macmillan. 

Bogdan , R.C. and Bildea, S.K. (19â2). Quditcrtive resemch~e~cati0n:An 
iMorhction to fkory and mefhods. Boston: Ally and Bacon. 

Bolaria, B.S. (1981). The bain drain to Canada. The extemalization of the cost of 
education. In. T. Wootherspoon. ( e u ,  Ilicpoliticdeconomy of Canadian 
schools. Toronto: Methuen. 

Book. C. and Freeman, D (1986) M e n c e s  in enby characteristics of elementary and 
secondary teacher candidates. J o d  ofreucherEükan*on. 37(2): 47-51 



Borg, W-R k Gall, M.D. (1989). Qualitative teseaich. In. W.R. Borg & M.D. Gall. 
~utiollCJReseurch. M o n :  Longman. 

Bos, A. (1981) A Gandhian Perspective on Peace. J o d o n  PeaceRpsearch. 
18(2):1&191 

Bourdieu, P. (1976). The scbool as a conservative force: scholastic and culmral 
inequalities. In. R Dale, G. Esland and M. MacDmaId eds., Schling mrd 

Cqitufim Lmdm: Roudedge & Kegan Paul. 

Bourdieu, P. (l977).Cuiturai Reproduction And Sociai Reproduction. KarabeI, J. & 
Halsey, A.R (Eds.) Power And ldeology ln &cation. New York: Oxford 
University Press. 

Bowles, S.& Gintis H.(l97QSchooIi'ng in Clipitrist Anrerlca. New Yo*: Basic 
Books. 

Brandt, W. (1986). Ans d hmger. New York: Pantheon Book 

Brantlinger, P. (1985). Victaians and Afkicans: The geneology of the myth of the dark 
coutinentCn'ticd I k p & y ,  12( 1): 166203. 

Bnntlinger J. (1992) Socialism and the Samd.MonthS, Review, Vol. 445). 

Br- EA. (1973) Colonialh a d  Undmci;evelopme~ in East mica; The politics of 
Economic Change, 1919-39. London: Heinemann. 

Britzman, D.P. (1986). Cultural myth in the making of a teacher: Biography and social 
structure in teacher ducation. Hmvard ~ C ~ Z Z O M I  Review, 41(4): 442455- 

Britmian, D.P. (1991). Proctice makespractice:A d i c a l  studj of leaming to reuch. 
Albany: State University of New York. 

Bronson, D. and Rousseau, S. (19%'). Working poper on gtobcJizatîon and workers' 
hraMn r i g k  Ui the MEC region. D d t  papa for experts' meeting in Kyoto, 
Japan, on Novemberl2, 1995. 

Bmkfield,S. (lm. Media powerand the developmcnt of media iiteracy: An adult 
educatioaal interpretation. Hmwd&catiod M a v ,  56(2): 149- 172. 

Brown, MA. (1984). Women and Education in PNG. R. Buras and B.Sheeban (ed.) 
Women mid EüuCQtiOn. London: Sage. 

Bujra, 1. (1992). Etbnicity and class: The case of East African 'Asians'. In. T. Allen & 
A. Thomas (eds ), Poverty mdDeveiopment. Mord= Oxford University Ress. 

Burke, F.G.(1964). k u l  Goverr~nenr unci Politics in Ugun&, Syracuse, New York: 
Sychracuse University Ress. 



Burns, B. (1994). Patadigms for nseacch on teaching. in, T. Husen & 
T.N.Pdethwaite (Eds-).m IntenrOtiO~l Encyclopedia of 
Ed;irc4n'on,Pergamon. 10: 6202-62CB. 

Bush, R (19%). The politics of f d  and starvation. h Review of Afncm Political 
Economy 68.169-195. 

Calderhead, J. (lm). M e c t i v e  teacbing and teacher education. Temhing mdtazcher 
eclircatiopr, Xl): 43-51. 

Cardenal , E. (1981). Revolutim and Peace; The Nicaraguan R d  J o d  of Peace 
Resemch , 18(2û): ml-8. 

Carlson, D. (1986). Tcachers as politid actors: h m  reproductive theory to the &sis of 
schooling. H ~ d ~ c ~ o ~ l R e v i e w ,  57(3): 283-307. 

Carnoy, M. (1474). ~ c ~ * o n a ~ c u ~ d I n p e r U J i S m .  New Yo*: David McKay. 

Camoy, M. (lm). Education for Alternative Development. Compordve&cdon 
Review 26(2): 160-177. 

Camoy, M. and Samoff, J (11990). ~cutionmidSociizl Transition in the Third World. 
New Jersey: Princeton. 

Carnoy, M. and SamoffJ. (1990) ~catioon and S0ci;ol Transition in the Third 
Workf-Rinceton. Rinceton University. 

Carson, T. (1995). Hearing the voices of teachen. In GTaylor and R.Runte (eds.). 
ZJ~inRing About Teaching. Toronto: Harcourt Brace. 

Chadwich, F., Alger, C.F. and Lyons, G.M.(1974). Social science as a transnational 
system. International Social Science J o d ,  26( 1): 127-149. 

Chambers, R (1983). Rural development: Putting the last fast London: Longman. 

Chango-Macho, B.(1995) Fem ofpolical e&cmclnon is fem of tihucracy: Ihe stmggle 
for the mind Papr prepared and circulated to CA Deligates June, 1995 
wnpublished]. 

Chilote, R.H. (19).7kon'es of Dewopment and Undectevelopment. Boulder: Weshriew 
Press. 

Chinua Achebe. (1992.). Chinua Achek An interview. In Sussawdla, F. & Dasenbrock. 
RW. (eds.) Inrmtews with Wn'ters of the Post-Colonid WorId. University 
Press of Mississippi. 63-81. 

Chinueni. (1975). î'k West and the Rest of Us. New York Random House. 

Chomsky, N. (1972). IQ. Tests: Building Bloch For The New Cias System. 
Rmnprms, Jul y. 



Chomsky, N. & Heman, E S .  (1977) The United States versus Human Rights in the 
Third Worid. MontMy R&ew, 29(3): 2245. 

Chomsky, N. T h e  Evii Empire", Ncw Statesmon 4April1986. 

Chomsky, N. (1993). Introduction: Word Chiers, Old and New. In, Altered States:A 
re&h in the New Word Ordèr. New Yotk Olive Bmcb Ress. 

Chomsky, N. (1994) Year 501 ?ne Conquest Co~nues .  Montteal: Black Rose Books. 

CoWer, C. ( lm) .  High Roads Bypass the Paot. Devefopmtmt F o m ,  38). 

Collins, C.B. (1983). South Africa's Thne Hundred Years of Schooling: A Possible Re- 
Interpretation. History of E&catim Qumtmty, 23 (3): 36 1-378 

Conne11 y, F.M. and Clandinin,DJ. (19ûû). Teuchers czr ~ c u l u m p l c ~ ~ v ~ e r s :  Navarives 
of eqmience. New Yok. Teachers College Press. 

Coombs, P.H. (1985). nie wor[dcnCsis in e&cation: me viaufrom the eighries. New 
Yo*: M o r d  University Press. 

Coontz, S.(1974). The failure of American education. In. In tdo~I  Sucialist Review, 
35(7): 742. 

Cord Meyer, C. (1948) Peczce orAnorchy. An Atlantic Monthly Press Book. Boston: 
Littie Brown. 

Costigan, M. (1983). You have the Third Worid inside you: Conversation by Paulo 
Mn. In Convergence, 16(4): 32-37. 

Court, D. (1984) The education system as a response to equality. In. LDBarkan (Ed.) 
Politics mrdpublicpolicy in Kenya and Tmizanu. New York: Raeger. 

Cowan. L.G., O C o ~ e l l ,  T. and Scanlon, D. (ah.) Eihdonandnation buiidingin 
Afna. New York: Praeger. 

Cusick (1983). Ineegolit~ani&dandtkAniericonschool. New York Langman. 

Danylewycz, M and Prentice, A. (1986). Revising the history of teachers: A Canadiam 
perspective. Interchange. 17(2): 135- 146. 

Datta, A. (1984). Eihcation and society: A sociology of Ajh'can education. London: 
Macmillaa. 

de Silva, S.B.D. (1982) ~ p o l i t i c d  Economy of Llrrcterdevedoprnent. Lmdon: 
Routledge and Kagen Paul. 



DeFaveri. 1 and Kach. N. (1986). An outline of cumnt ducational issues.1n. N.Kach, 
K. Mamrek, R.S. Pat tem.  and 1. DeFaveri. h a y s  on CiiMdm e d ~ c ~ o n .  
Calgary: Dctseiing* 

Delpit, L. (1988). The silenced dialogue: Power and pedagogy in educating d e r  
people's children. Hmatd Emcecuio~iR~èw, W: 2%0-2%. 

h s c l o w ,  R (19%). Kampala faces new pophet of daom. In The G d u n  Weekly. 
September 1, p.7. 

Denzin,N.K (1989). IierpretiveInte7~tionLsm. Newbury Park, CA: Sage. 

Derman. B and Mruambedn, J. (1994). Democcacy, Development, and Human rights in 
Zimbabwe. Afiiccin k a l a d  Urban Stirdjes. l(2): L 19144. 

Descombe, M. (1982). The hidden pedagogy and its implications for teacher training. 
Bti?ïsh J o d  of Sociology of E&catratron, 3: 249-265. 

Dias, P. (1989). Teachers' expectations. teacbing reaiity, and teacher pteparation in 
Eastern Canada. In. W. Tulasiewicz and A. Adams. eds., Tiher s '  Expectcilionr 
unà teaching Redity. London: Rout1edge.p~. 94- 1 16. 

Dore, R. (1976). nie diplotna disease. London: George Men & Unwin. 

Dove, L (1986).Teachers andtemher educuzion in dweloping c o ~ e s .  Loodon: 
Croom Helm. 

Dowa, N. (1983). WorLdpoveny. Challenge andresponr. New York Eôor Ress. 

Drake, S.M. and Ryan, J. (1994). Narrative and kaowing: Inclusive pedagogy in 
contemporary times. Curri'limr mrd Teuching. 9( 1):45-46. 

Dumont, R (1965). if your sister goes to schw1 your next meal will be your fountain 
pen. in Cowan, L-G.? O%omell, T. aad Scanlon, D. (eds.). Educationond 
Nmion Building in Aficu. New York: F. Raeger: 259-265. 

Dworkin, A.G(l994). Teacbcr burnout. Husen, T. & Postlethwaite (Eds.). The 
Intentational Encyclopedia of Erlircrnfn.Pergamon.Vo1 . 10: 5919-$925. 

Education Policy Review Commission (EPRC, 1991). -&an for twionai integmtion 
c m d ~ o l t C J & e I o p ~  Kampaia Govemment Rinter. 

EgglestonJ. (1970) Decision Making on the Schuoi Curn*cuIum. paper presented to 
World Coagress of Sociology, Buigaria. 

Eide, A. (1983) Dpamics of human rights and the role of the educator. Bulietitz of Pace  
Propos&, 1141): 105114. 

Eiasemon. ( l m .  Education -et= The social ccology ofeducational 
change.Teacks Coliege Record. 78(3): 359-389. 



Esteva, G. (1993) Developmen~ In,WoIfgang Sachs (eds.)nie Developnen~ Dicn'onury. 
Jobamesburg: Witwatersrand University. 

Falk, R., Kim, S.S. and Menddlovisiz, S., eds. (1982) T o ~ v d  a Jun WorUOrder. 
Boulder= Westview. 

Fanon F. (1%9). Thc WretchedoftkEiuth. NewYo*: Pen@. 

Fien, J. (1991). Environmentai education: a pmpsaive for tacher education. In. Jononal 
of the World Couneil fm Cw'cuùun rmdl~~~trt(ctiôns, 4( 1): 3C39. 

Fien, J. (1991). Idmlogy, political education and tacher education: Matchhg paradigms 
and m d s .  Cmkuium Studies, 23(3): 239-256. 

Fordham, P. (1980). NOllfomal education Education and Developmeat. Pmici, , t in, 
Leming m d C h g e ,  London: Commonwealth Secretariat. 

Foster G.M. (1967). Iabodoction: What is a peasant. J.M. Potter, M.N. Dias and G. M. 
Foster.(eâs.), P e a ~ i t  sucieyrA re&. Chicago: Littie Brown. 

Foster, J.B. (1993) Let them eat pollution. Monthl'y Review (8): 10-20. 

Foster, P. (1963). The vocational school fallacy in developrnent planning. Anderson, 
C.A. and Bowman, M. (eds.). E&cdon and Ecommic Eevefopment. Chicago: 
Aldine Publishing. 

Foster, P. (1980). Education and social inequality in Sub-Saharan Africa. Journal of 
Modenr Awm Srudies. 118(2): 201 -236. 

Foubert, C.(1982)A journey thmugh development thaories. InConvergence, 16(3): 6 5  
73. 

Foucault, M. (1980). Power/Kimwledge: Selected interviews and other witings 
1872-77. Brington: Harvester Press. 

Frank, GA. (1 %9) Lumpenbourgeoisie: Lumpendevelopment, New Yodc Mothly 
Review. 

Frank, GA.(l=) Latin Ameria Underdevelopment or Revdutiai. New York: 
Monthly Review . 

Frein, P. (1973).Education For Critical Conscioumess. New YorL: The Seabury Press. 

fieire, P. (lW6).titerocy And Z k  possible Beam. Prospects, 6( 1). 
- 

Freire, P. (1985). The politics of educwion. South Haadley, MA: Bergin & Garvey . 
Freire, P. and Maado, D. P. (1995). A dialogue: Culture, laquage and race. ln, 

Hmard ~cat i 'ona l  Review, 65(3) 

Friere, P. ( 1970) P d g o g y  ifthe Oppressed, New York: Seabury Pnss. 

332 



Fullan, M and Stiegelbauer, S. (1991) T k  New medng of educm'onaI Change. 
London: Cassel. 

Fuller, B. and Snyder, C.W- (1991). Vocal teachers, silent pupils ? LZe in Botswana 
classrooms. Comparative Erhrcm'on R ~ m .  32(2):274-294. 

Furiey, O.W. and Watson, T (1978) A History of &cation in Eart Afiia. New York 
NOK hrblishers. 

Garvey, B. (1962). Education and underdevelopment in Afi= A historical 
pftpcctive.Watson, K. Colonurlim anà EhkatiOd Devebpment. London: 
Croom H e h  Ltà. 

Gaskell, J., McLaren, A. and Novogrodsiry, M. (1989) Equaüty of oppottunity, issues 
of access and achievementh J. Gaskell, A. McLaren, & M. Novogradsky, 
CIcrt'mng mr etkation: Femrmr~Sm andConadirUr schooling. Toronto: Garamond. 

George, S. (1976). How the 0 t h  HaIDies. Ringwood: Penpin. 

George,S. (1981). A Fate W m e  than Debt. Ringwood: Penguin. 

Ghai, D (cd) (1%5) Portrait of a Minorify: Asl'arts in East Afn'ca, M o r d :  M o r d  
University Rws. 

Gingyera-Rnycwa, A.G.G.(1978)&0Io Militon Obote and his times. NewYork: NOK. 

Gintis, H. (1972). Toward A Political Economy Of Education: A Radical Critique OT 
Ivan Illich's Desc hoaling Society. Hm~~dEriircotr'ollCIC Review. 4î( 1). 

Giroux, H. (1988). TeochesasinteIleCtrcclls. South Handley, MA: Bergin & Garvey. 

Giroon, HA. & McLaren, P. (19û6). Teacher educaîion and the politics of engagement 
The case for dernomtic schooling. Nm~tde&catr'onair~ew. 56(3): 213-237. 

Giroux, HA. (1981). Beyond the correspondence theory: Notes on the dynamics of 
educationd reproduction and transformation. In his Iàko~ogy, cufwe tuzd the 
proccrs of schooiing. Philadelphia: Temple University Ress 

Giroux, HA. (1984) Public philasophy and the crisis in education. HmardEciuc~'o~I 
Review. 54(2). 

Giroux,HA. (1984) Rethhking the Language of Schcmling, In Lfzrzguc~ge Am, 61(1): 
34-40 

Giroux, H A  (1986) Authority, intellechials, and the practical leaming. Teuchers Colkge 
Record.88(1): 22-40. 

Giroux, HOA .(1994).Disn~rbingple~~ures. New Y o k  Routledge. 

333 



Glesne, C. and Peshkin, A. (1992). Becomingqualitcltiverese~chers: New York: 
Longmao. 

Gonahasa Report (1993).Cumcuium Review Task Force. Kampaia: Govemment Rinter. 

Goadlad, J. (19BQ) Aplocc cailedschuol: Prospecrsforthe~e .  New York. 

Gdlad. J. (1990) Teachets for our nation's schc~~k. San Ftancisco: lossey-Bass. 

Gore, J. (1992). Ferninims and critical pedagogy. Ce Luke, J O  Con (eds.). Fminisms 
andpedagogy. London: Roudedge. 

Goulet. D. (1971).The cruel choice: A new concept. InTie m o r y  of Development.. 
New York: Athneum. 

Govemment of Uganda (1%3). R e m  of the U g d  Educmio~i Commission. 
Entebbe: Governent Printer. 

Govenunent White Paper on the Education PoLïcy Review Commission Report ( 1992). 
Kampala: Govermuent Rinter. 

Gramsci , A. (1971). Selectionsfirom the prison notes. ed. and bans. Q. Hom aad 
G.N. Smith. London: Lawrence and Wishart. 

Gran, G. (19Bd).Beyond Afiican famines: Whose knowledge matters?AItemafves. 
(1 1): 2'52%- 

Greene. M. (1986). In search of a critical pedagy. In. Hiuvmd&catiotonRevitw, 
56(4): 427-441. 

G a n ,  K. (1987). World hunger Md the woriû ecorwmy. London: MacMiUan. 

Grifin, K. (1991) Foreign aid after the Cold War. DevelopmentdClumge. - 22(4). 

Ghmett,P. and Crehan, E. (1992). The nature of collegiality in teachet development: 
The case of chicai supervision. In. Hargreaves, A. and Fullan. M.(eds.) (1992) 
Teacher Development. andEkzt icd Chmtge London: Falwr Piws. 

Grootaert, C. (1994) Education. poverty, and srtuchirai change in Africa: Lessons fmm 
Cote D'Ivoire. International Journal of Educational Developent. 142): 13 1- 
142. 

Guba . E.& Lincoln, Y. (19û1) Effect&eev&ation. San Fransisco: Jossy-Bass. 

Gu1lopin.G.C. , Gutman. P. and Maletta, H. (1 989). Globai imperishment and the 
environment. A report to IDRC, Bdoche. 

Gutmann. A (19&7)Denroctm'c~cmbn. Princeton. Princeton University Press. 

334 



Harber, C. (1994). Ethnicity and education for demoeacy in Sub-Sabaran Africa In 
Ihten#ional Journrrlof ~ationaiDeveiopment,  14(3): 255265. 

, Hargreaves, A. (1992) Cultures of teachiag: A focus on change. In, Hargreaves, A. and 
Fullan, M. (eds.) (lm) U k k r s t d i n g  T m k r  Devebpment* London: Cassel. 

Hargreaves, A. and MacMillan, R (1992) Balkanized secondary schools and the malaise 
of mdernity. sented to the Amerïcan Educationai Research Association, 
San Fransisco, ?zzl%, 

Hargreaves, A. (1994) Realities of teaching. T. Husen & T.N. Postiethwaite (Eds.). 
Ihe Intenr~n'od Encycbpedr'u of E&c~nàn,PergamonPa. 10: 57SS762. 

Hiuris, K. (1982) TectciiersrndCiusses:A MCllXiStAnorysis. G.Brita.in. RoutJedge & 
Kegan Paul. 

Harrison, P. (1993). Iki& the lhird WurU. Toronto: Penpin. 

Hennan, E.S. (1982). 7Re red r m r  netwotk. Boston: South End. 

Hickling-Hudson, A. (1988). Toward commwilcation praxis: Refiections on the 
pedagogy of Paulo Fieire and educational change in Grenada. J o d  of 
Eükttïon. 17q2): 39-38. 

Hickling-Hudson, A. (1992). Ricb schoois, poot schools, boys and girls: computer 
education in Australian secondary schools. Journal of Education Policy, 7( 1 ) : 1 - 

21. 

Hickling-Hudson, A. and McMeman, M. (1993). Cunicular responses to 
multiculniralism: An overview of tacher education coumes in Australia. Teacher 
Md Teachers, 9(2): 243-252. 

Hickling-Hudson, A. (19W). The environment as radical pditics: C m  Tbird Wodd 
education corne to the challenge? International Review of Education, 4û( 1): 19-36. 

Himbara, D. and Sultan, D.(1995) Reconstructing the Ugmda state and ecowmy: The 
challenge of an international Bantustan. Review of Afriun Political Economy 63: 
85-9. 

Hobgworth, S. (1994). Teachers as researchers. in. T. Husen & T.N. Postlethwaite 
(Eds.). Ihc h r m ~ t b d  Encyclopediiz of Echc~~on.Pergamon.Vo1. 10: 57Se 
5762. 

Hoogvelt, A. (1990). Debt and indebtedness: The dynamics of Third World 
poverty. Review ofA~canpolincd economy. No. 47, S p ~ g .  

Hoselitz, A. ( l m ) .  Sociologicd Aspects of Growth. Gleacoe: Fne Ress. 

Hountondji, P. (1990). Scientific dependence in Mrica. Research inA/ncan literatures. 
Sl(3): 5- 16. 



Huebner, (1984). The vocation of teaching. In. F.S. Bolin and J.M. Falk (eds.,) 
Tetacher remva& professionai issues, personal choicesNew York: Teachers' 
Coiiege Ress. 

Hum, C J. (1978). The Limits And Possibilities Of Sciuniling: An introduction Tu nie 
SocOIogy 0f&cation. Boston: Myn & Bacon. 

Hunt. P &Rust, Val D. (1990) The quaiity of education and the worLing conditions of 
teachers,In.Val D. Rust and Per Dalin. Teacks andTeuching in the DeveIoping 
Worùi, New Y o k  Gariand. 

Ibingira, G.S.K. (1973) The Forging of an Afrian N i o n .  New York: The Vicking. 

Illich, 1. (1%9). The futility of'schwling in Latin America. S m @  R&ewT Apnl20. 

Ingleby, D. (1976). The psychology of child psychology. In. R Dale, G. Esland and M. 
MacDonald eds., Schooling mdcopitalism. bodon: Routledge & Kegan Paul. 

International Research Centre (IDRC), (1991). Pestpecrives on Educution for Ail. Social 
Sciences division. Ottawa- IDRC. 

kme, J.T. (lm). Why teacher rwearcher? In. W. Ross. (ed).RepectveprMice in 
social s d i e s .  Bulletin No. 6.NCSS. 

lorgensen, J J. (1 W 1) Clgcmda: A Modkm History. London: Croom Helm. 

Kamgire,S.R. (1980). A political Histmy of Ugand;rr, Nairobi: Heineman. 

Kincheloe, J.L. (199 1). Teachers as resecuchets: Qualitative inquiry 4s a p h  to 
empowerment. Bristol: Falmer Ress. 

King, K. (1990). The new politics of international collaboration in educationai 
development: northem and soutbern research in educationJnternanOnalJo& 
of EciUc4hOd Uevelopment, 10( 1): 47-57. 

Ki tching, G. (1 982).Deveiopment cPtd Ultderîbelopntent in historicalperspective. 
London: Methuen. 

Klaie, M.T. and Amson, C. (1979). hporting reppression: U.S. Support for 
authoritatianism in Latin America. In. R.R. Fagen ed., Cqitolism d t k  state in 
US. - M n  American rehfiom. Carifornia: Atanford University Ress. 

Kliebard, H. (1972). Metaphoncal mots of curriculum design. T e e h m  Colkge Record. 
73: 403-404. 

Kothari, R.(lW. Masses, classes, and the state. Mendlowitz, S.H. and Waiker, 
R.B J. (Eds) Towmds a JUS World Peuce, London: Butterworths. 



KozolJ.(l99û).The nighr is &k Md tom f a r f r m  home. New Yo*:Simon a d  
Schuster. 

Kozol, J. (1988). Rachel a& hm chihiken: Hodess  fmilies in Amen'ezz. New Y orlc 
Crown Publishers. 

Kozol, 1. (1991). W g e  t'quaiities.New Yo*: Cmm. 

Kozol, 5. (1993) Chr Behg a Teachet. M o n k  Oneworld. 

Kozol, J. (lm). The sharks move in. In. N e w h t ~ o n a l i s t ,  Cktober. 

Kozol, J.(1972). Politics, rage and motivation in the fme Schools.Hi~~d~c~ort~zi 
Reviéw. 42(3). 

Krause, W. (1%1). EcoMmic Devehpmem. San Fiansisco: Wadsworth. 

Kniegar, RA. (lm). Fonrs Groups:A Ra~nial Guiciirnce for Appüed Resemch . 
Newbury Park, Ca: Sage. 

Kumar-D Souza, C. (1976). India: Education for Who and for What ? Haavelsrud, M. 
(ed.). Educutioo for Peace: Reflection undAction, Surry: IPC Science and 
Tochnology. 

La Belle, T J. (lm From conscious raising to popular education in Latin America and 
the Caribean. Cornpanaive E;ducutioon Review 3 l(2): 201-2 17 

Ladefoged, P., Glick. RD & Criper, C. (1972). Language in UgOndLzD. London: Oxford 
University Ress. 

Larrain, J. ( 1989). liheories of developrnenr. Cambridge: Polity Ress. 

Lather, P. (19B6). Issues of validity and opedy ideological research: Between a rock and 
a soft place. Intenihange, L7(4): 63-84. 

M e r ,  P. (1986). Reseatch as praxis. HmvmdEciicc~oltQlR~ew, (56)3: 257-277. 

Lather, P. (1991). Getîing Sntmt. New York Routledge. 

Lecompte, MD. & Preissle, J.P. (1993) Ethrwgrizphy andQualitative Design in 
~c~trhnalresearch~ New Yak Academic Press. 

Lee, JJ., Adams, D. and Combleth, C. (19ûû). Transnational transfer of curriculum 
knowledge: A Korean aise studyJountQl of C-euh Studies. m3): 233-246. 

Leggo, C. (1992). Writing an the edge: Living dangerously as a teacher. lk ATA 
&@ne. 7x4): 13-16. 

Lewis, O. (1966). The Culture of Poverty.The S~em~cAmen'cm, 2 15(4). 



Leys, C. (1977) Underdevelopment and depcndency: Critical NotesJournal of 
ContemprrcpyAsia., 7(1): 92. 

Liebernian, A. k Miiier, L. (19B4). Teacks ,  their woru theit work: implicmr'on~ for 
school illt~fuvement. Aiexandm Association for Supervision and Curriculum 
Dtvelopment, 

Liston, D.. (1990) Cqiroüs ScbIs:   ions a d  Et&s in Radkd Sndies of 
Schooling. bndm:  Rouîledge 

Liston, DP.& ZeichaerJCM. (1987).Critid pedagogy and teacher eûucat ionJo~  of 
li&aation. 169(3): 117437- 

Liston, D.P.& Z.ichnerJCM. (1990). Reflective teaching and action reseanch in 
prese~ce teacher education J o d  of Educationfor Teaching 16(3): 235254. 

Lulat, Y. O-M. ( l m ) .  Education and national development: The continuing problem of 
misdiagnctsis and Urelevant prescriptions. IiatemationuiJounalofEcEuc~o~ 
Development. û(4): 3 1532% 

Lulat,Y. G-M. (1982). Political constraints on educational reform for development: 
Lessons from an AfÎican experience. Comparative Ecirrcufion Review, 
26(Juae): 235253. 

Macedo. D.P. (1993). Literacy for stupidification: The pedagogy of big lies. Hmurd 
Erhrcah'onal Review, 63(2): 183-206. 

MacEwan, A. (19'71).Contradictions in capitaiist development: The case of 
Pakistao.The rm-ew of radical political economics. 3(4). 

Mahmood Mamdani. (1993). University crisis and ceforni : A reflection on the Af'rican 
experience. Ln Roiew of Afican Political Economy . ROME (58): 7-19. 

Mamdani, M (1976) Politics and C h s  Fu-on in Ugando, London: Heinemaa 

Mmdani, M (1985). Disaster prevention: M n i n g  ta pmblem. ReMew of AfncM 
Political Ecorwmy. 33): 92-96. 

Mamdani, M. (1984). Fôms of labor and accumulation of capital: Andysis of a village in 
Lango, Northem Uganda. In. Mawazo, S(4): 44-65. 

Mapolu,H.(lS4) Imperialisrn, the state and the peasantry in Tanzaaa M o w ~ ,  
5(3):3 17 

Marshall. C. and Rossman, G.B. (1989). 
Park, Ca : Sage. 



Mm, R.W. and CoUopy, R.M.B.T. (1994) Student influences on teaching. Husen, 
T. & Postlewaite, TH. (Eds.).lhe Iittetll~n'odEncyclopedia of 
Edircan'on.Pergamon.Vol. 10: 57B5762. 

Mami,  AA. (1978). The Afrcan University as a multinational corporation: Probiems of 
petration and depcndency. Aitbach, P-G. and Keiiy, G.P. (a). *mkn 
undcowdh New York Longman. 

Manii ,  A.A. (1978).Pooücd VCtlUesand the dueated c b s  h W c a .  London: 
Heheman. 

Mami,  AA. (1992) Taivards diagnizing and treatïag cuituial dependency: The case of 
the African \miversity.hntema-ti'od J o m l  o f ~ a n b n a l  Development. 12(2): 
*Ill  

Mbowa, R (1996). Theater and political repression in Uganda In. Resmch in Afnmn 
literatwes, 27(3): 87-95 

Mccleiiand. D.C. (1%1).The achievement motive in economic growth. Ness,G. (ed.) 
The sociology of deyelopment. New York: Hatper and Row. 

McGim, N. and Street, S. (1982). The politicai rationality of resource allocation in 
Mexican public education. In. Comparative education Rm*ew. Vol. 26. 

M&M, N.(19&1). Internationai social science or cdturaf imperiaîisrn? Hmard 
~ c m ' o ~ l  Review, 54(2): 209-215. 

McLaren,P.(1989).Life in scho01s:An Ii&ction to Criticai Pedagogy in the 
Fowrcian'am of E W * o n .  New York Longman. 

McMurtry, 1 ( 1 s ) .  The history of inquiry and social reproduction: Educating for 
criticaï thougbt. Iirrerchange, 19(1): 3 1-45. 

M h b i e ,  G. (1981). B.F. Schumacher: On teachnology for a dernocratic society. In. G. 
MSrobie, Smufl is Possible. London: Harper & Row. 

Measor,L.(1985). A strategy in qualitative research. In Burgess, RG.Stategies of 
E&c.OnalResemcht Qualitative Meîhds. 

Meighan, R. (1981). A Sociology Of &ctzting. London: Hok, Rinebart & Winston. 

Mendlovitz, S.R and Waiker, R.BJ.(eds.) (1987).Towards a Jun World Peuce, 
London: Butterworths. 

Mill, C.W. (1950). ?nesociologicdUna@ll~no~~. London: M o r d  University Press. 

Mies, M. (1986). Patriatchy midaccumulation on a worllscole: Women in intemational 
division of labor. Landon: Zed Books. 

Minisüy of Finance and EcoDomic Planning. (1992).FinulresuI» of the 1991 population 
ond housing census: Entebbe. Government Printer. 



Mittelman, J.H. (1975). The couunon man's charter. ln. M i t t e b  Ideology and 
Pditics in Llgond4: From O h e  $0 Anun. Ithaca: CmeU University Press. 

Molales, AS. (1981). The Literacy Campaign in Cuba Hmmd~ccaiollQI Review? 
51(1) 31-39. 

Monasterio, F.O. (1990). A global perspective and case studies of sustainable 
developacnt in Latin Amerka. In. RSA JO&, Apil.pp. 33-342. 

Monitor, 30/7/1995.Karn@a: Uganda. 

Mugoya, T.(l974). The primay cycle structure. The structure of Ugmrrlo's educaion 
system: A repoit of the praceedrngs d r e c o ~ o m  of the P m a  
Curriculum confetence 3-6 Sept. 1974.UganQ. 

Mulemwa, LN. (1993). Women's participation in science and technology in Uganda. In. 
ALberta Science FAMrutio~c JO&, 26( 1): lm. 

Nandy, A. (1983)The Imimczle Enmry, Delhi: Oxford University Press, p.xi 

Nandy, A. ( 1987). Traditom. tyrcmny9 and utopia: Essoys in politics of awweness. 
Deihi: Oxford press. 

National Resitance Movement (1986) Ten Point Program.Kampala: Governent Enter. 

Naylor, R.T. (lm. C '  in the Ewopean age, 1453-2919. Louiseville, Que.: 
Imprimerie Gagne. 

New Internationalist (1980a) me Chosen few, 93 (November). 

New Internationaiist (1983). Reaching the poorest: Skrubs for reaioici, 126  (August). 

New lnt-onalist, (1983). Children's energy crisis: Invisible malnutrition. No. 122 
April issue. . 

New lnternationaiist (1983). The clas system. No 122, April issue. 

New lnternationalist (19%). 7 k p o v ~  of md, 2â5 (November). 

New Vision, tY 101 1995. Kampaia,Uganda. 

New Vision, %/!Y1995 Kampaia, Uganda. 

New Vision, W6/1995. Kampala, Uganda. 

New Vision W I W  1995. Kampala, Uganda. 
New Vision, Y 1011995. Kampala, Ugandan economy peaked 13 globally. 
New Vision /16/8/1995. Kampala, Ugaada. 



New Vision 8/10/1995. October issue.The story only the old can teU. p33. Kampda: 
Uganda. 

Ngugi wa Tbiong'o. (19û7). DecolortiPng the M M  London: Heineman. 

Ngugi wa Thiong'o. (1991). Ngugi Wathiong'o: An interview. Jussawalla F. & 
Dasenbrock, RW. (eds.). Interviews with W r i m  of tiir Post-Codoncol WorU 
Univenity Press of Mississippi: 2441. 

Ngugi waThiongto (l9ûl). Literature and sxiety: the smiggle a g a  imperialist 
culture.In.Ngugi waThiong'o, W?iirrn in Politcs. London: Heinemann. 

Nico,S. and Meja,Vt (1984) Society and KbwWge: Contenportmy Pe~pect ives  in the 
Socioogy of Klulwledge. New Brunswick: Transaction Bodu. 

Mrinyangi, I.A. (19û2). Access to Rimary Education in Kenya: the Contradictions of 
Public Pblicy. Compatcaive Eihcati'on Review. 26(2): 199-2 17. 

Nkomo, M.O.(1981).The conîxadictions of Banhi education. HmurdBc-oltQl 
Review, Sl(l): I26-138. 

Nyerere (1973) Democracy, equaiity, and human rights. in hisFreedonr ddeveiopment 
London: Oxford University Ress. 

Nyerere, J.K. (1910). Education for se&reliance. Nyerere, LK. Freedom dsocicrlism: 
LIhm Nu Ujamc~a.: A selectio~ fiom wn0tings and speeches 1965-1 %7. London: 
Oxford University Press. 

O'donoghue, T. A. (1993). Comrnunity development and the primary school teacher in 
the developing world: An analysis of men t  trends in Papua New Guinea. In. 
Te~~~hermdTe~~=hetEduc~on, 9(2): 183-19 1. 

Obote, A. M. (1969). Policy propos& for Ugrmda ediatiodneeuk Kampala: Uganda 
Education Association. 

ûcitîi, J.P. (1994). An i ~ o d u c t r o ~ t  so irtdigenous &cation in Ean AfncalWDW 
Supplemeat to Adult Education and Development. No. 42. 

Odaet, C.F. (1990). In>pentenîing eciUc~~ontùpoIiciés in Uganrj;a. Discussion paper No. 
89, Afica Technid Department *es. Washington, DC: World Bank. 

Okot mitek.  (1973). Afncu' s C u l t ~ a l  Revolutro~t. Nairobi: Macmillan. 

Oxenbam, J. (1984). EdUcation VrrsurQuaIificatr'ons. Sydney: Men and Unwin. 

Parmai, S.L. (1970). What Oood is Ecoaomic development? Ceres, 3(4): 21-25. 

Payer, C. (lm). 1s there a better way? Development and the World Bank. 
Monthly Review. 34(4): 12-30. 

Perinbam, L.(1989) A New Frontier for Teachers. Global EducatiOn ATA 69(4):23-25. 
341 



Persky, 1. (1970) Regional Colonialism and the Southern Economy: Dependency and 
Domination in the Third World. Ihe Radical P o ü t i c ~ I E c o ~ c s ,  4(5). 

Puraaik, P.D. (1978). NatiollQliirtegtatiDntlPwgh&catr*on.. Pune: Kulkam. 

Queenan, M.(lW). 1- nen t questlions about tealterres- English 
Jouma1.77=444. 

Rajabaii, N. K. (1993). Can S c h b  be Used tu Transjio-ôn Society?: Dhcrepancy 
&twem Policg d R a c t i c e .  Unpubfished docîorai dissertation, University of 
Alberta, Edmonton. 

Ramsoomair, M(1981) Comrol in the Clrusroon: A S&y of i i i ~ ~  Penpectives. 
Unpublished P h 9  Thesis, University of Toronto. 

Rawnsley, A (1990) The New wind of change. The Guafdian 111 9/90) 

Reason, P. & Rowan, J. (1981) Issues of validity in new pivadigm research. Reason, P. 
& R O W ~ ,  J. (a), Human I i i r y  . New York, Wiley. 

Rehnwa, M. (1992) Participation. Wolfgang and Sachs ( eds) 7 k  Datelopment 
Dictiomy. London: Zed Bo&. 

Richardson,V. (1991) SigScant and worthwhile change in teaching practice. îZtmtion 
Researcher 19(7): 10- 18 

Richert, EW. (1992). Voice and power in teaching and leaming to teacb. ln, L. Valli 
(ed.) Reflective ratcher educatiin: Cases dm'tiques. Albany: State University 
of New York Press. 

Rodney, W. (lm). How Europe CI~deveIopedAfnca.. London: Bogie-L'ouverture. 

Rosenholzen, S. (1989) Temherlr Wotkplace: The Sacial Organiaom of Schoofs. 
London. New Yotk. 

Ross, W. (1992b). Educational refom, school resüucturing, and tachers' work. ln. 
fntenan~onal J o d o f S o c i d ~ c a t i o n .  7(2): 83-92. 

Ross, W. (1994). Teacbers as cumculum theorizers. In. W. Ross. (ed).Refiedive 
pracrice in sociol d e s .  Bulletin No. 6.NCSS. 

Rosiow, W.W. (1%1).Z%e stages of economic growth. bndon: Cambridge University 
Press. 

Rudduck, h e .  (1985). Teachet research and rrsearch based tacher educatioa loumd 
of Education for Tcaching, 11: 281-289. 

Runte, R (1995). Is teaching a profession? Taylor, G. and Runte, R. niinking About 
T e d n g .  Toronto: Harcourt Brace: 3%&399. 



Sadkev, M and Sadkev, D (1995) Sexisrn in the classrwms of the 'âû's. Psycholugy 
t e ,  Mmh: 5 1 9 .  

Samoff, 1. (1991). Socialist ducation? Compmative Educatr'on ReMnv, 33y 1): 1-22. 

Samoff, J. (1992). The hteBectuaVfinancial cornplex offoreïgn aid. R&ew of Afncan 
Polin'cd&~nomy, 53: 60-81. 

Sam&, J. (1993). The construction of schooling in Afnca. (Essay rcview) Ctmpwative 
EdUcat i~n Reviau, 37(2): 181-222. 

Samoff, J. (1996). African education and development: Crisis, triumphaiim, research, 
lost vision. hlne AI- J o d o f  Edw:aio11O1Research. 42(2): 121- 147. 

S m ,  R (1985). The use of archives and i n t e ~ e w s  in research of educational policy. 
In Burgess. Strategiics of Educmiod Research: Qualitative M e t f i .  

Sam-Wwa's closing statement to the Nigerian Military Appinted Special Tnbuiial, Port 
Hascourt, Rivers State, Nigeria Review of AJiican Political Economy. 1995 

Sanip, M. (1983). M m k n t  /Structuralisna /Eduaon: Tneoretical DedveIopment in the 
Sociology of Education. London: The Falmer Press. 

Sathyamurthy , T.V. (1986). The political development of Ugan&: 19tW1986. 
Btoowelf= Gower. 

Saunders, M. and Vullaimy,G. (1963). The implementation of Cumcufar refom: 
Tanzania and Papua New Guinea. In. Comparative Hucmon R&ew, 27(3): 
351-373. 

Schon, D.A. (lm Edrrcating the reflectivepractitwner. Towarda new design for 
teuching und h i n g  in the professions.San F d s c o ;  California J- ossey-Bass 

Schultz, T.W.(1977). Investrnent In Human Capital. Karabel. J. & Halsey, A.H. 
(Eds.) Power And l'ology In E d u ~ ~ o n .  New York: Oxford University Ress. 

Seabrook, L(1993)Vktims of Development: Resistance MdAltenrorives, London: 
Versdo. 

Seddon, T. (lm) Teachers' work and political action. Husen, T. & Postlewaite, 
T H .  (Eds.).lk Inteonai Encyclopedia of &cation. Petgamon.Vol.10: 
61326138 

Seea,D.(lm.The mcaning of Deve10pmenî.Ii'iernational Dévelopment Review, 
(2):s- 1 1 . 

Selby, D. (1987) H' rights. London: Cambridge University Ress. 

Shipman, M. (1975). ?k suciology of the schoof- London: Longman. 

Shkedi, A. (1996). Teadter eùucation: whrrr we c m  lmfrrom eqxnènced teochers. In. 
British Jownui of l'-service Educutii 22(1): 8 1-97. 



Shor, 1. (1986). Equality is excellence: TtaaSfodng teacbet education and the learning 
process. H4~ardEüàicmknalR~ew ,56(4): 406425. 

Shor, 1. (1992) Enpowering Edircotion: Ckiticui Tectching for Smid Change. Chicago: 
University of Chicago. 

Shoumatoff, A (1990). Ine wrU is braningr Mia& in the ran forest. Boaton: Little 
Brown. 

Shultz, T.W. (1%1). Investment in human capitai. In.nie Amen'can EcononUc Reviov, 
51: 1-17. 

Sichetman. C.(1995).Ngu#s colonial educ8tim:"The subversion of the Afncau 
mind" .ficm Studies Review, 343): 1 1-41. 

Siegel, H.(1980) Ctiticel thinking as an educational ideal." ~ d ~ l l Q C F o n r m ,  45 7-23 

Simmons, J (1980) An o v e ~ e w  of Policy Issues in the 1 W s .  J.Simmons (ed.) 
nie Education Dilemnu. London: Pergamon. 

Simmons, J (1980). An o v e ~ e w  of the policy issues in the 1980s In, J.Simmons (ed.) 
Z k  Educc~tl*o~ Dilemm. New Y o k  Pergamon. 

Sinclair, ME. and Kevin, L. (1980). School mdrhe Cowununity in the nird World. 
London: Croorn Helm. 

Sisulu, 2. (1543'7). Pepoles Education for Peoples Power. ISSUE 15 1829. 

Sleeter,CE and Grant, CA(1991). Race. Class, Gender, and Disability in Curreat 
Textbooks. MApple and L-K-Christian-Smith (eds.) (1991) The Politics of the 
Tmbook. New York and London: Routiedge. 

Smyth, J. (1992). International perspectives on teacher colIegiality : A labour process 
bas#l on the concept of teachers' work In. British Joumai of Sociology of 

12: 323-346. 

Soriano. LE. Sr.. Claudio. C.P., Fansler, LOD. (1995). SmllQbk &elop- A 
Philippiinepmspctive. Qwzon City: Phoenix. 

Soyinka, W. (1994). Nigeria's long, steep, b l d y  siide. The globe and Md, Tuesday 
Aupst 23. 

Spradley, J.P. (1979). EthnogropAicIie~ew. Toronto: Holt, Rinehart &Winston. 

Strauss. A., and Corbin, J. (1990). Baçics of eucJit&e Research . Newbury Park. 

Sunday Vision (1995). June issue.KampaIa, Uganda. 

Sunday Vision (1995). Aupst issue. Kampda, Uganda. 

Sunday Vision (1995). June issue. Kampala, Uganda. 



Tillema, Hm(19W). Making professionalisrn visible: Who is holding the mirror? Teaclung 
midTeacherbanon. 1 o(4): 46 1-464. 

Timberidce, L. (19B7). Onlyoneecprh. New York Sterling. 

Toh, H.S. and Cawagas, F.V. (1992) The World Bank as a development educator: 
Towards which paradigm? - some exploratory reflections- in, Bjmtedt, A. (ed) 
E k ~ ' o n  faPeuce:Acmfcrence report- No. 6, Decemkr. 

Toh, S. H. (1974). A sacdy of crdnu'nisvarive process in rhe Ugan&-C'GUlQdQ Pn'mary 
Teocher Tra i ig  Project I96#-I%6 Unpublished master's thesis, University of 
Alberta, Eùmonton. 

Toh, S.H. (1980). Ine merseas &elopment council: An elire policy planning group on 
US.-n>ird Workl relan'orts, its p e t  m u c ~ e s  and intentanknd &elopment-- 
educ~'01i~Ii;deology. ~npubiished].Univetsity of Alberta. PhD. dissertation. 

Toh, S W. (1986). The Third World studies: Conscientization in the geography 
classroom. In. J. Fien, and R Gerber (eds). Teachng Geogrqphy for a Better 
Worki. Brisbane: Jacaranda Press. 

Toh, S.H. (lm Education for participation: Thini Worid perspectives. WCCI 
FORUM l(1): 20-43. 

Toh, S.H. (1981a). Sumival and soüdarity: A u d a  and ThVd Worid (South) Puux. 
Socid Alternatives, q2): 9966. 

Toh, S.H. ( l981b). Education for participation: Third World Perspectives. WCCI 
Forum, l(1): 20-43. 

Toh, S.H. (19%). Partnership as sdidarity: Crossing North-South boubaries. The 
Alberta Jotmuùof Eihcational Reseatch, 42(2): 178191. 

Toh, SR. and Cawagas. V.F. (1990) Peuce@tkoryin v&s eàùccrttion. Quezon City: 
Phoeaix. 

Toh, S.H. and Rorensca-Cawagas, V. (1989). Peace €ducation in a land of saering 
and hop: InDghts fmm the Phillippines. in. Convergnece, 22(4): 11-24, 

Toh,S.H* (1977). Canada's Gain from Brain Drain, 19624974" In, Studies in 
Comparative Developrnent 1x3): 25-45 

Tom. A. (Lm) The reform of teacher education through nsearch: A futile 
quest.Teachers Cullege Record, 82, 1S29. 

Torres, C.A. (1994). Paulo Fnere as Semtary of Mucation in the Municipdity of Sao 
Paulo. Cony~oative &kation R d m ,  3&(2): 181-214. 

Torres, C.A. and Puiggros, A. (1995). The state and public education in Latin Arnerica. 
Comparative Educatr'on Reviau, 39(1): 27. 



US. Department of State (19%) U g d  human righrspractices, 1995. U.S.A. 

Uganda Government (l%l)ThefasrF>e yew p h .  Entebbe: Govemment Printer. 

Uganda Oovernrn~11t (l%3). Educdon in Ug&: Ilie r e m  of the U g h  
Commission. Entebbe= Govenunent Printer. 

Uganda Government (la66)- Work for progrcss. Entebk Govemment Rinter. 

Uganda Government (1995) ConrriMin of the repubîic of Wgcmda. Kampala: 
Government Printers. 

UNDP. (1989). Edkcaion Md hrinng k the IWûsf: Dewlopng countnes nee& a d  
strategks. UNDP Policy Wper. Education Department Center. New York. 

tMEsC0 (1961). Final r e m  conference of Afiican m e s  on the DeveIopnient of 
Echrcankn in Afnca, AAds Ababa: UNESCO. 

Van der Berghe, P.L. (1978).Education, class and ethaicity in Southern Peru: 
Revolutionary colonialism. In. P.G. Altbach and G.P. Kelly eds., Educmionmid 
Colonialsm. New York Longman. 

Vil1 ar, LM.(1994). Teaching: Reflective-Husen, T. & Postiewaite (Eds.).Z%e 
Znt-kllQl ErrcycIopedia of ~ccrtr*on.Pergon.Vo. 10: 62 156219. 

Vulliamy, G. and Saunders, M.(1983). The lmplementatiw of Cumculum Refonns: 
Taozania and Papua New Guinea.C~rnp~veEducation Review , 27(3): 351- 

373. 

Wald, K. (1978). Working their way through rhool. In. K. Wald, Children of Che. 
Plato Ai to: Ramparts. 

Wdlerstain, 1 (1989) The Myrdal Legacy: racism and underdevelopmeat as  dilemmas, 
Cmperan*on and Conflic!, 24. pp. 1-8. 

Wailerstain, 1. (1974). The niodrrn worldsystem: Ccr;pitalisragricu~e mid the orîginr of 
the world economy in the shteenth centmy. New York: Acadernic Press. 

Wallis,V.(1996). Correspondence: A nply to Ronaid Aronson. MontMy Review. 

Wandira, A. (1972). Changi~g the educational profession. in. J.A. Pensioen, ed., 
Edw:ationuI Innovation in Afnca: Policies and&inisttc~tron~ The Hague: 
Institute of Social Studies, pp. 3246 

Wataaabe, S.(lW) The braiD drain f m  developing countries to deveioped wuntries. 
Intent~n~onalLobotRm~ew. 99= 401433 

Watson, K.(1982).Colonialism and E&catr'onal DeveIopment. LAndon: C m m  Helm. 

Watson, K.P. (1198B). Forty years of education and development: From optimism ta 
uncettainty. &cationai Review, 40(2): 137-174168179. 



Weckstein, P.(lSB3)J)emocratic economic development is the key to futun quaiity 
education. PhiDeka K q p .  tW42û-423. 

Weiier, H.N. (1984). The poiitical diIemmas of fortign sîudy. Compmcxtive Eclirc.*on 
Review, 2%(2): 168-179. 

Weisskopf., ET. (1972). Ca *taüsm, underdevelopment and the fuhue of the poor 
councties. ~ e v i e w  ofl:diculpliticd ecowmics, 4(1) Spring. 

Whyte, W.F. (1979). On malMg the m a t  of participant obsemation. In. Thc Amen'cm 
Sociologi&t. 14: 56a6. 

WiUis, P. (1977). M n g  To tabor. bxington: D. C. Heath. 

Yeakey, C.C. (1981). Schooling: a politid anaiysis of the distnhtion of power and 
priviiege. &@rd Review of E<ication, 7(2): 173-191. 

Young, M and Whiîty, G. (eds). (1976). Eicpfotcltr*onr in the politics of of schooI 
knowfedge. DcüTeld: NafFerton Books. 

Young, M.F.D. (1971). Kmwledge md Cumof. London: Coilier-Macmillan. 

Younger, 1. (1980). Socrates and Us.Comment. (Decernber):4649. 

Zeichner, K. (1W). Alternative paradigms of teacher education. J o d  of teacher 
E i ù î ~ ~ o n .  343): 3-9. 

Zeichner, K. (1991). Contradictions and tensions in the pnfessionalization of teaching 
and the democtatization of Schools. Tecu:hersColkge record. 92(3): 363379. 

Zeichner, ICTabachnick, K,. & hsmore ,  R(1987). Individual, institutional and 
cultural influences on the development of teache& craft know1edge.h. J. 
Caiderbead (ed.), i5ploring teache~sf thinking (pp. 2 1-59). London: Cassell. 



APPENDICES 

UGANDA NATiONAL COUNCIL FOR SCIENCE 
AND TECHNOLOOY 

T h i s  i a  t o  verify that Mr. Richard Akankwasa, a Lecturor at 
CIaJcerere Vnivertitp, ha8 completad a f i e ld  work study on "The 
Rolo of Toaching Profession in National Devolopment in Uganda". 
The rosearch was in partial fulffllment of a Pm. Degre. of  the 
Univesrity of Alberta. 

This letter i s  to request pou t o  permit him transfer his 
documented findings for purposes o f  Data snalysis and further 
Data Hanagemont in otdar to procers tho f inal  report. 

Thank you. 

foi: Exocutive Secrotary 
IfçAnPA RATIOBAL COUUCIL ?OB SCIBIIC~ ~ m )  -0~-  



5gh October, 7 995 

Flesae gccord bis the nece=sr= ossi~f=nce. 



UGANDA NATIONAL COUNCIL FOR SCIENCE 
AND TECHNOLOGY - 

76 BUGANDA ROAD 
?.O-  BOX^. 
ICAMPALA.UGANDA 

ECE : RESEARCH APPROVAL 

......... This is to introducm . -5: 5: .WhnsA,. .. ; .... 
... who wishes  to  undertaka a rerearch study entitled @'m.-. 

or ................................ THE fUCHIl lG PROFESSION IN ?UTIOW*J p m p p m .  y ~ m e @ * . .  ......... 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  i n  your district. 

The rtudy.has been approved by the Uganda National Council for 
Science and Technology. f t  awaitr clearance from the Oresident's 
Off ice ,  t h i s  being i n  the  f i n a l  stages. 

The purpore of Mi8 letter 5 s  t o  request you to al low the  
sesearcher to  eonduct the pralininary study which vil1 f a c i l i t a t e  
the m i n  rtudy research methodology. 

Your cooperation in t h i ~  rutter i r  mach apprmciated-. 

for : Exetutive 'Secretaty 
UGANOA NATIONAL COUNCZL FOR SCXENCE AND TECBNOLOGY 



UGANDA NATIONAL COUNCIL FOR SCIENCE 
AND TECHNOLOGY 

R E :  RESEARC8 APPROVAL 

.*.*........ .-.. ... T h i s  i r  to  introduce Br. 3fcbud.R. UunM.. : 

The study bas been .pprOVed by the Ugandi National Ceuncil for 
Science and Technoloqy. It awrits clearance fron t h e  president's 
Office, thir k i n g  i n  the final stages. 

The purpome of t h l s  l a t t e r  I r  to requeat you to allov the 
srsearcher to conduct th. preliminary atudy which vil1 facilitate 
t h e  main study rrsmarch methodology. 

Your coopetit ion i n  th i s  matter 1s much appreeiated. 

i v e  'Secretrry 
UGANDA NATIONAL COUNCIL FOR SCIENCE AND TEC~NOLOGY 



. UGANDA NATIONAL COUNCIL FOR SCENCE 
AND TECHNOLOGY - 

R E :  RESEàRCB APPROVAL 

T h i s  ir  to introdute .... %: MF%+.?.. !!V?@.'.ft.. ......... i.. .. 

. 

The study k i r  bemn ipproved by the  Uganda N a t i o n . 1  
Science and Technology. X t  r w i i t s  cleasrnce from 
Office, this k i n g  i n  t h e  final s tages .  

your d i s t r i c t .  

Council for 
the Prerident' s 

The purpose of  thSs letter is to trqurrt yau to  a U o v  the 
sesearcher to conduct the ptalfminary rtudy which vil1 f a c i l i t a t e  
the main study rerearch umthodology. 

L 

30- coopœratlon in t h i s  uttes La much appreciatad-. 

* for r Executiva 'Seere tuy  
UCANDA NATIONA~ COUNCIL FOR SCIENCE AND TEC~INOUXY 



b 

Ta Richard Akdnkwasa, Schod of Education 
do Dr. C.F.Odaa Dûector, Uganda pmjed - -  . 

D t n  Richard: W-gteetings fimm Alberta, 
Mucihg rtrffonthe5Uirnd7thflaonmd othu 
graduate We di hope yotv thesis resePrch is 
pmgrrrring, M y  apologies for no€ behg able to retum 
pour bimd message hmediateiy because of the w h  
of the comm~ns=~ntaf tesnt, a period of illness 
bmugh on by the h g  fdp abmad, and psepu~tions 
for DL Bacchus's hononry conference. Regrebbly 
yoo mid o ü m  pmject scholars were notable to be 
here -we bad guet speakers Uke Robert Amove, 
Mathew Z.&ariah,Joei Satnoff, and W o s  Tones. 
Howtverf WC ut p h i n g  to put fogcther the 
psesentaed papus in& r monognph which d be 
useful for Education 8 Devdopment schdan. 

Regardhg yout suggestion to inelude h?C graduates 
iri you sampIe, especially in the nuaI area schook, 1 
agee thaï wiu be an appropriate change in design ta 
trkc into accouit the insffnttionai anC so&d reaiities 
in U j d a .  As y u  y ,  e O )n bchveen M C  
and Makttest grrduates wJ1 be v q  intesesting 
and meuiisigfd for pur  shady, 

1 presume othu thm this question that your reseuch 
pians am pmceeding smoothly and M W y .  I hope 
you have dome ttne and op~-%aities to be with yaur 
M y .  I w u  able t nquest John h'yambe who had 
jiutrrtrinied b m  his own fkldtcip to kîndiy pi* up 
your tImctab1c F a y  as for the papa you sent me in 
Atutnüq f did d d y  seceivd it and you win shortiy 
be aedittd w5th yous EDFDN 621 couse. 



Parents and teacb.n pd-tbe youtha of thii nation 
Biie vi th  ur rupport endeivora . - Lad by Cod who i a  the rource of life 
To uplzf t ou? Hothrzlreid. 

Lbok at me Oh Cod, 
& my haut r i l e a t  811 % 

'Io 90u al1 S tunt 
For the aiam 1 b v a  c-ttad 
f pray t o  be foilivra 
In a11 chat 1 b o a  b88a good 

pray t o  br encoutr#rd 
For u@er your guidaac8 Oh 

Rot t o  'mob but t o  ra-joke 
k ay haad fa yourr lira. 

ührre ai1 î m  paacr 1 ri11 







b i g  men are never late, they are delayed. 
They are never drunk, they are tired. 
They don't lose documents, the documents get mis- 
placed. i 

I 
They don't borrow money, they organise hnds. 
They - don't over-speed, they cmise. 
They don9t argue, they discuss. 

I 
.- I uey .- àon9t steai, they misappropriate funds. I 
They d d t  play, they do ex, amises. I 
Skey don? eat, they have breakfast, lunch or dinner. / 

I They don't Iend money, they-give it out. 1 - 

I 
I 

Duig na ; Big men 
' They 
They 
They 
They 
They 
.They 

j They 
1 been 

1 
I 

don't faIl in love, thèy chase women. I 
8 

d o d t  joke, they cause &ght&. I 
I 

don't go to the village, they go up-couritry. 
doii'tbwe money, they have overdrafts. 
don't sit interviews, they are appointed. 
are not iazy, they relax. 
don 't make mista kes, their orders have nct 
foilowed. I 

They don't teil lies, they arc misquoted. 
m e  




