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Preface 
The interest to study a PhD was developed in 2006, when I had the opportunity to be employed 
as coordinator for the 7th International Conference on Ethics and International Development, 
organised by the International Development Ethics Association (IDEA), together with the 
Department of Philosophy, Faculty of Arts, Makerere University, and the Directorate for Ethics 
and Integrity.  
 The dream was shaped further in 2009, after I joined Uganda Martyrs University and I was 
selected to be part of a seven-member team that visited the University of Groningen under the 
NUFFIC project. It was during this time that I first met with Dr Pieter Boele van Hensbroek at 
the former Center for Development Studies in Zernike. Among the tasks assigned to us was to 
write a short abstract of what ideas we would wish to develop for a PhD study. Although I had 
only a scanty idea of what I wanted to study at the time, I got promising feedback from Pieter 
and from then on we started communicating about the way forward. Pieter’s effort to connect 
me to professors at the University of Groningen yielded positive results when I finally met 
Professor Jacques Zeelen in Kampala in 2010. 
 With this background, I would like to acknowledge people who have stood by me from the 
time when I conceived the idea of studying for a PhD. These have played different roles as 
advisors, mentors, guides, friends and moral supporters. First, I thank my academic supervisors 
Professor Jacques Zeelen and Dr Pieter Boele van Hensbroek for the continued support and 
constructive advice throughout the journey. I owe unreserved gratitude to Dr Pieter Boele for 
his enduring commitment to reading all the scratches of my work and transforming me into 
what I am today. The book is, to a great measure, what it is because Pieter committed to reading 
each chapter word by word. Thank you for your patience, understanding, and for creating 
conditions that enabled me to feel comfortable whenever in Groningen. I count myself lucky to 
have met you, and you will always be my example of a teacher of integrity. I also thank 
Professor Jaap de Wilde of the Department of International Relations, University of Groningen, 
for accepting to be my promoter at the beginning of this study.  
 I would like to thank Associate Professor Maximiano Ngabirano of Uganda Martyrs 
University, for I would not have realised this dream if you had not included me on the team that 
visited Groningen in 2009. I owe gratitude to Dr Jude Ssebuwufu, for a significant role you 
played in the process of securing the NUFFIC scholarship. I am grateful to Dr Albert Luswata, 
my former supervisor at the Institute of Ethics and Development Studies (IEDS), for creating 
conducive conditions for my studies, and the entire staff at IEDS for your continued support.  
 My appreciation goes to the academic staff at the Department of Philosophy, Makerere 
University, for instilling in me the motivation to do a PhD. Associate Professor Rukooko 
Byaruhanga, thank you for the support and advice at the initial stages. Putting ideas together 
into something explainable was not an easy task, thus I benefited greatly from the suggestions 
that were offered by Dr Edward Wamala and Dr Gervase Tusabe at the time when I conceived 
the idea of doing a PhD.  
 Along the way, I met and interacted with great people. Jarno Hoving, Monique Westra, 
Laura Brinks Janssen, Marloes Viet and Amarantha Luna warmly welcomed me on my first day 
at Globalisation Studies Groningen (GSG), and it is that warm welcome that always made me 
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feel at home while in Groningen. I later came to develop deeper relationships with Laura and 
her husband Aart, who often hosted me to nice dinners in their home. Hans Schoenmakers and 
Dieneke, thanks for your love and kindness. You always looked me up for invitation to your 
house even when I failed to drop a mail. To Jacques Zeelen, Julia, Jesse and Nina, thanks for 
the friendship and for opening your house to me. To Anneke Boele, I am glad that in addition to 
the warm welcome I received in your home, you also gave Pieter time to attend to my endless 
writing struggles. Dr Zhao, thank you for your continued encouragement and concern to find 
out about my progress. Professor Joost Herman, Director (GSG), Elena Herman at Network on 
Humanitarian Action (NOHA) and Prof Halbertsma, Director, Center for East Asian Studies, I 
am grateful that you created a friendly atmosphere at the GSG. Mr Gorus van Oordt, 
Administrator, Graduate School, Faculty of Arts, thanks for your positive responses whenever I 
requested for funds to attend international conferences. Dr Joram Tarusarira of the Faculty of 
Theology and Religious Studies, I am grateful for the advice you provided during my final work 
on the thesis.  
 My appreciation goes to all the academic colleagues who have accompanied me on this 
journey. In Groningen, I appreciate very much the conditions that were created by my academic 
supervisor, Professor Jacques Zeelen, to discuss my work at the PhD study group, starting with 
the SILGIS workshop that I attended in May 2011. Josje van Linden, Cuthbert Tukundane, 
Marit Blaak, Frank Elsdijk, Paul Wabike, Alzira Munguambe, Lucy Akello, Maaike Smulders, 
and Thuur Caris of the Youth, Education and Work group (YEW), thank you for sharing 
constructive ideas during workshops. I appreciate very much my other colleagues at GSG, 
Mashele Tlou Rapatsa and Laksmi Kusumawati, for their words of encouragement whenever 
we popped into each other’s offices to relieve some stress.  
 I owe much gratitude to Ms Peace Tumuheki Buwamatsiko for the gift of friendship. It is 
through you that I was able to meet many lovely people in my life. For Sandra Odongo and 
little Annet, thank you for the unreserved love and kindness. Ms Deborah Namirembe, thanks 
for being flexible and understanding. Dr Jude Lubega, Uganda Management and Technology 
Institute (UTAMU), thanks for providing me space for conducting my private studies. 
 I thank all the people from both rural and urban locations who provided information for this 
study. You opened up to share your feelings and perceptions about teaching with no 
reservations. I appreciate very much the contributions made by the tutors and students at St 
John Bosco, Nyondo PTC, the management and staff of Bunyinza, St Edwards and Kabojja 
Primary Schools for the resourceful knowledge you volunteered to share.  
 I am specifically indebted to the staff and the research team at Nakasero Primary School, 
without your support, the participatory research strategy would not have been possible. The 
former Head teacher, Mr David Ssengendo, thanks for taking interest in my research and 
ushering me into the school to conduct research on such an unpopular topic, which many public 
officials feel insulted by a mere mention. Mrs Beatrice Turyasingura, I am glad that you 
embraced the research despite having joined the leadership of the school at the time of much 
turbulence. Mrs Mary Arinaitwe, thank you for providing time to ensure that the teachers 
participated in the research despite the many activities in the school. Mr William Musaazi, your 
involvement in this research was exceptional. You took ownership and committed all your 
energies to ensure effective participation, collaboration and engagement. Ms Diana Andinda, 

 

Mrs Antonia Okia and Mr Denis Mbabazi, thanks for mobilising children and staff who 
contributed articles for the newsletters. And all members of the research team although not 
mentioned by name, thanks for your endless support, reading and writing, making group 
presentations and spirited discussions that usually stretched into the late hours of the evenings. 
Nothing can compensate you for having graced the evening traffic in Kampala simply because 
you had stayed longer to take part in the research. To the children at Nakasero, thank you for 
sharing your feelings and for the genuine feedback that you gave to the teachers.  
 I am grateful to the feedback team for the continued support and guidance. Dr Jimmy 
Ssentongo, thank you for sparing time to read my texts and for providing constructive feedback. 
Ms Harriet Khaista, you played a tremendous parental role during interface with the teachers 
and provided them with constructive feedback. Mr Ssesamba Gonzaga of UNATU thanks for 
your positive responses to the invitations for meetings. Ms Lydia Naturinda of Ggaba PTC, 
thanks for your enriching insights in the area of teacher education.  
 My appreciation goes to my family for the moral, physical and material support. Eddy, you 
have always been there for our children while I am away. Thank you for supporting me and 
seeing me through my education. My beloved sons, Abbey, Youb and Isaac, I always felt pain 
leaving you for such prolonged periods. I felt guilty whenever Youb reminded me that I have 
never raised Isaac. For Isaac, I will live to remember when you once told me that you hated the 
black laptop simply because I was always working and not availing time to you. I thank my 
mother, Dinah Mutonyi, my sisters and brothers, the entire members of my extended family, 
and my friends for your prayers. 
 Lastly, this study would not have been possible without the financial support of NUFFIC, 
under grant number NFP-PhD.11/787. Thus, I am grateful to the government of the Netherlands 
for having funded my studies. 
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Chapter 1 Introduction 

Professionalism and integrity in service delivery have become an issue of concern in 
modern day professional practice. Koehn (1997) indicates a growing concern about 
violations of ethics in the practices of professionals like social workers, lawyers, 
doctors, educational and other public officials in the way they execute their duties. In 
Uganda, reports indicate a weakening status in professional practices, characterised by 
a conflict of interests, lack of commitment to duty and inappropriate use of public 
resources (Ruzindana, Langseth and Gakwandi, 1998; Ntayi, Ngoboka and Kakooza, 
2013). There seems to be a common view that professionals are losing what remains of 
their social, legal and moral esteem (Fisman and Miguel, 2008). As a result, the 
public’s trust in them and their status as bearers of a special moral duty in the service 
of welfare and development are increasingly open to question (Schwenke, 2006; 
Schön, 1987).  
 In his book titled How are We to Live?: Ethics in an Age of Self-interest, Singer 
holds that human beings have failed to live up to the standards of morally acceptable 
behaviour (Singer, 2000). He points to the increasing struggle for self-gratification at 
the expense of concern for the common good. Singer’s observation tends to be similar 
to that of Ntayi and others, who hold the view that in the Ugandan context right action 
seems to be defined by what promotes the self-interests of the stakeholders (Ntayi et 
al., 2013), while Kanakulya (2010) notes that modern globalised development has 
encouraged the exchange of ethically unjustifiable ideas and institutions that promote 
material growth at the expense of human ethical concerns.  
 Amidst the increasing criticism about the deteriorating levels of integrity is the 
notable diversity of challenges and dilemmas that surround professional work. 
Kunneman (2005) in his scholarly writing about the professional status of social work 
practitioners in Western countries, points to the complexity of reconciling traditional 
professional values with present-day realities. He demonstrates that the new forms of 
instability, such as insecurity and cultural and socioeconomic dynamics ushered in by 
modern day neo-liberalism, pose immense challenges to professionals. The situation 
seems to be more fragile for professionals in most African countries because, besides 
the struggle to respond to the increasing challenges of modern society, there is a 
breakdown in the public moral order and value systems, an intrusion of violence and 
exceptional levels of corruption (Ntayi et al., 2013). When confronting this wave of 
challenges, professionals face a broad range of dilemmas resulting in new forms of 
practices, diversities in creativity, commitments and goals (Banks, 2009). These also 
compromise their ability to hold steadfastly to the moral obligation of professional 
responsibility as specified by their professional codes of conduct. 
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 This study sets out to analyse the challenges of professional integrity and the 
dilemmas faced by teachers in Uganda. The drama of the deterioration of professional 
integrity is especially urgent in the case of the teaching profession because the teachers 
bear directly on other professions in having the task of the formation of other 
professionals. Moreover, teachers are known to be role models in society. As one 
participant in this study remarked, one’s character is always judged by reference to the 
school one attended and its teachers. This statement implies that society expects 
anyone who has passed through the schooling system to have been coached by their 
teachers to act in a certain way, in line with the values and goals of the particular 
school that they attended. 

1.1  Context of the problem 
In Uganda, elite corruption is specifically observed in the higher echelons of the public 
sector, most especially among cabinet ministers, senior civil servants, army officials 
and members of parliament who tend to abuse their positions by appropriating public 
resources for personal benefit (Ruzindana et al., 1998; Tangri and Mwendah, 2008; 
Transparency International, 2009; New Vision, 13 January 2016). Besides misuse of 
public funds, which seems to have received much attention, other forms of 
unacceptable practices include a failure to honour punctuality, a lack of dedication, the 
inaccessibility of public servants and a failure to keep appointments. According to 
Schwenke (2006), such actions not only undermine the effectiveness of the doctrines of 
good governance and justice, but also contradict the very ideals in society as a whole, 
which are intrinsic in every profession as expressed in standards of professional 
integrity. 

1.2 The teaching profession 
Teachers play a significant role in any country’s development. There is no doubt that 
the quality of any country’s citizens largely depends on the quality of its teachers 
(UNESCO, 2009). Without teachers, there cannot be education, and without education, 
sustained economic, political, cultural and social development in not possible 
(UNESCO, 2009). The Government of Uganda’s white paper on Education highlights 
the critical role of teachers: 

No education system can be better than the quality of its teachers, nor can a country be 
better than the quality of its education. Hence, it is the quality of teachers that ultimately 
determines the lot of the nation (GoU, 1992). 

Traditionally, the teaching profession was held in very high esteem in Africa. The 
reason was probably that in colonial times teaching was the first career opportunity 
open to Ugandans who wanted to be employed after attaining formal education 
(Ssekamwa, 1997). Accordingly, this permitted the employers to insist on a high 
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threshold for entry, such that anybody who failed to meet the set standards would not 
be tolerated in the profession (Ssekamwa, 1997). As Ssekamwa points out, teaching 
remained the most coveted profession for a long time, attracting the most brilliant men 
and women, and although there were actually few career opportunities available to the 
natives, the closeness between the teachers and the communities gave them a special 
social status. Moreover, the strong obligation to the colonial masters dictated that 
teachers serve as role models in the societies were they lived and worked. Although 
one may argue that most practices and actions performed by the teachers were born out 
of the struggle to comply with the demands or avoid the harsh reprimands oftheir 
masters, nevertheless, this enabled them to maintain high levels of integrity and 
uprightness that created a positive public perception of the profession (Ssekamwa, 
2000). 
 In recent years, the professional status of teachers in Uganda seems to have been 
compromised. This is probably due to the changing nature of professional work, but 
Tiberondwa (1977) and Ssekamwa (1997) note that teachers in previous times kept the 
standards of the profession high despite the difficulties. In his thesis titled 
“Secularisation of post-independence education and its significance for moral 
education in Uganda”, Munakukaama (1997) attributes the declining status and 
professional standards of teachers to the secularisation and commercialisation of 
education. He perceives modern-day teaching practice as embroiled in an increasing 
struggle for private gain, non-observance of punctuality, lack of integrity, irresponsible 
use of school resources, and looseness in social relations. Consequently, widespread 
abuses such as absenteeism, alcoholism, and abuse of learners seem to be on the 
increase (Ssekamwa, 2000; Bennell, 2004; Halsey and Vegas, 2009; Munune, 2009; 
Kasente, 2010; Musoke, 2011). 
 In fact, in public discourse, the image of teachers is rather negative. Reports 
indicate that the teachers lack practical skills and motivation to engage meaningfully 
with the communities and the learners both within and outside the school setting 
(Kasente, 2010; UWEZO, 2013). It is also stated that teachers do not have the ability to 
solve problems, are narrowly focused, and do not possess the skills of creativity and 
knowledge creation that could influence change in society (Kasente, 2010; UWEZO, 
2013). Moreover, the teacher’s relationship with parents, fellow teachers and the 
general public tends to raise questions regarding how teachers carry themselves.  
 This phenomenon of the declining status of the teaching profession explained above 
is common in most African countries. Griffin (2012), referring to a report of the former 
minister of education on the quality of schooling in South Africa (1997), mentions the 
increasing criticism of government officials for chronic absenteeism, lack of 
commitment to duty, inaccessibility, and for providing little support, assistance and 
advice to those they are intended to serve. The Southern and Eastern Africa 
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Consortium for Monitoring Education Quality (SACMEQ 2005-2010) blames teachers 
for taking more interest in personal welfare and for lacking commitment and dedication 
to quality teaching. Similarly, teachers in the Republic of Tanzania have been 
positioned at the forefront as the cause of poor education quality and for lacking a 
genuine desire to execute their professional duties (Tao, 2013). The failure of teachers 
to observe the professional demands of their job is assumed to be the leading cause of 
chaos, poor decision-making processes, lack of imagination and a collapse of the 
education system.  
 However, it is important to note that the challenging condition of schools in Sub-
Saharan African countries tends to influence the conduct of teachers. For instance, the 
sub-standard conditions in which many teachers work, the low pay, delapidated 
infrastructure and poor sanitation facilities, teacher-pupil ratios that stretch as high as 
1:150, the unconducive policy environment and dealing with sensitive and unequal 
power relations cause numerous dilemmas for teachers (Macdonald, 1999; Bennell, 
2004; UNESCO, 2009; Zijlstra, 2011; Jansen, 2006; Griffin, 2012). Separate studies 
conducted in Tanzania by Sumra (2006) and  Tao (2013) revealed that sub-standard 
conditions lower self-esteem, cause frustrations and stress, and often lead teachers to 
venture into practices that contradict their professional responsibilities. 
 In Uganda, the teaching profession has a low status in society today due to the 
deteriorating income and poor living conditions of teachers (Ssekamwa, 1997; 
Munene, 2009). Scholars argue that this not only threatens teachers’ personal and 
professional identity, but also leads to low motivation as they struggle to resolve the 
competing demands of the job and their personal life (Evans and Odaet, 2000; Munene, 
2009). These views point to the dilemmas teachers encounter to resist temptations 
when their current basic needs and social welfare cannot be met (Ntayi et al., 2013). 
The declining status of the teaching profession raises serious questions for this study 
because of the observation that, in the contemporary world of career choice, teaching is 
perceived to be an employment of last resort among university graduates and school 
leavers (Ax and Ponte, 2008; Kauchak and Eggen, 2011). Consequently, those who 
take up teaching as a career lack a strong sense of commitment to teaching as a 
vocation (Nkamba and Kanyike, 1998; Bennell, 2004). 
 The challenge to professional legitimacy and authority constitute the concerns for 
this study because, first, professionals are thought to bear more responsibility and a 
heavier moral charge in society than the average citizen (Koehn, 1997). Second, they 
represent the mechanism through which we collectively provide ourselves with goods 
such as health, justice or growth in knowledge and skills (Koehn, 1997). This makes 
the question of trust in professionals important. We cannot simply hope that people, 
such as the sick, school-going children or those who are under suspicion for wrong 
doing, will provide adequately for themselves because either they are unable to secure 
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a desired state of affairs on their own or are better able to do so with some assistance 
(Koehn, 1997). Bearing in mind the important role that teachers play in serving the 
various needs of the people, it is an urgent task to identify the challenges and jointly 
work with them towards finding possible solutions to the dilemmas they face in their 
professional work. 
 The attempt undertaken by this study to contribute towards improving the work 
practices in the teaching profession in Uganda is not the first. The Government of 
Uganda White Paper on Education (1992) recommends improvements in the teaching 
profession as a way of improving education quality. Emphasis is put on promoting an 
education system that brings into being citizens with high moral and spiritual values. 
The Government of Uganda Public Service Reform Programme and Strategy 2005- 
2010 (Ministry of Public Service (MoPS, 2012) has made considerable efforts in 
establishing a vibrant public service that is instrumental in the successful 
implementation of government programmes. The major strategy to build ethics and 
integrity in public office has been undertaken through action plans and legal 
frameworks such as the Poverty Eradication Action Plan (PEAP), the Leadership Code 
Act (2002) and the Code of Ethics and Conduct for the Public Service of Uganda 
(2005) that highlight the purpose, principles and sanctions for the breach of the codes 
by people serving in a particular profession.  
 The codes provide for action to minimise incidences of bribery among leaders, 
prevent the misuse of public property, and rebuke nepotism, favoritism and other forms 
of self-aggrandisement. They also seek to prohibit misuse of public funds and improper 
use of public positions, such as the urge to enrich oneself using official time and 
facilities for private business. Subsequently, government officers are required to 
cherish such values as putting the citizens at the forefront, being courteous, effective 
and efficient. Officials are expected to adhere to high levels of integrity, transparency 
and accountability so as to achieve value for money in the use of public resources, as 
well as promote the public good, welfare and good governance. 
 In particular, the Education Service Commission is tasked to regulate the teaching 
force to ensure that there are qualified, responsible and committed personnel to serve 
the needs of schools. The parents, through the School Management Committees, have 
also been empowered to oversee school activities and provide advice about the conduct 
of teachers (Education Act 2008; Munene, 2009). Meanwhile, the Teacher’s 
Professional Code of Conduct for Uganda of 2013 (MoES, 2013) outlaws teachers 
from involving themselves in acts that are considered unacceptable or practices that 
could bring down their reputation.  
 Whereas government has undertaken a special role to introduce minimum standards 
as checks for guiding the conduct of teachers and building an atmosphere of trust, 
unfortunately, there is still a growing lack of commitment and professionalism 
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(Higgins and Rwanyange, 2005; UWEZO, 2012). The reason for this failure is 
probably that little has been done to guarantee the extent to which professionals can 
take their own responsibility for regulating their conduct and maintaining their 
integrity. Currently, the authoritarian nature of education management creates a very 
loose connection between the teachers and policymakers. Yet, as scholars put it, 
teachers are key actors in education reform. Thus, understanding their present beliefs, 
identity, reasoning and practices is important if education policy drafting and 
implementation is to be successful and if genuine transformation is to take place 
(Griffin, 2012).  

1.3 Problem statement 
The Government of Uganda has since 1992 implemented several reforms through the 
policy guidelines adopted from the White Paper to improve the quality of education. 
Teacher recruitment and training has been at the forefront of providing education for 
all under the Universal Primary Education Policy (UPE), with the aim of ensuring that 
every child who goes to school is attended to by a qualified teacher (Higgins and 
Rwanyange, 2005). Despite the notable positive achievements of increasing the 
numbers of qualified teachers and pupil enrolment in schools (Aguti and Fraser, 2005; 
Busingye and Najjuma, 2015), many problems plague the education sector. Among 
these is the quality and professionalism of teachers, which has become a subject for 
discussion in education meetings. Deficiencies that manifest in acts of absenteeism, 
alcoholism and abuse of learners are often cited as constituting poor teacher 
performance and undesirable professional practices that affect most teachers in their 
work not only in Uganda, but across Africa (UNESCO, 2009; Sumra, 2006; Tao, 2013; 
Griffin, 2012).  
 Another concern in Uganda is about the quality of entrants to primary teachers 
colleges, the training provided and the inadequate classroom competency of most 
teachers (Higgins and Rwanyange, 2005; Bennell, 2004; Muwagga and Genza, 2011). 
Reports indicate that teachers are under intense scrutiny due to deterioration in student 
performance (DFID, 2006). A recent National Assessment of Progress in Education 
report (NAPE) released by the Uganda National Examinations Board (UNEB), 
indicated that more than 90% of primary school teachers in Uganda lacked basic 
knowledge in Mathematics and English language concepts, as well as the ability to 
assess learners (see Daily Monitor Newspaper, 23 April 2015). Moreover, questions 
have been raised on how to create affordable and effective mechanisms to ensure that 
primary school teachers in Uganda are committed, motivated and have professional 
skills and ethics to provide quality teaching and learning for students (Ward,  Penny 
and Read, 2006). 
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 The situation of deteriorating integrity sketched above raises several questions: 
Why has the conduct of professionals changed so that even the most highly respected 
ones, like teachers, have lost public trust and confidence? If the trend can be reversed, 
what reforms would be effective in mitigating the deterioration and in even raising the 
levels of professional integrity? Is the situation equally bad in rural and urban schools, 
or in government and private schools, and if there are differences, how are they 
explained? How effective are the government’s measures in strengthening professional 
integrity and what causes government actions not to function effectively? 

1.4  Research questions 
The present study sets out to explore and understand the reasoning, perceptions and 
attitudes of teachers on issues of professional misconduct, absenteeism and abuse of 
learners and what influence these have on their practices. At the same time, it aims at 
exploring ways of creating conversational space with teachers to discuss their personal 
experiences. Sharing knowledge on professional integrity and the ethical dilemmas 
teachers are struggling with could be a step to inform the processes of suggesting 
alternative strategies that could be undertaken to enhance professional integrity in day-
to-day practice. Thus, the main research question is: What problems of professional 
integrity are faced in the teaching profession in Uganda and what strategies can be 
adopted to strengthen professional integrity? 
 In order to address the central question, the study answers the following specific 
questions: 

 What personal experiences, beliefs and attitudes are held about the teaching 
profession and professional integrity? 

 What are the reasons and causes of actions that do not fit standards of 
professional integrity? 

 What specific dilemmas face actors in teaching concerning professional 
integrity? 

 What kind of reforms could be developed in partnership with teachers in order 
for them to play an active role in improving the image of teaching? 
 

 The present study approaches the question of professional integrity both from an 
empirical and a normative point of view. The normative analysis moves beyond the 
Codes of Conduct that are considered to guide the teaching profession, to explore new 
mechanisms through which teachers could take responsibility for their own 
professional choices. Before these, the study looks into the situational factors at the 
school level, the values, principles and work policies, including the leadership style, 
level of autonomy for discretionary practice, ability of teachers to question, mentorship 
programmes and the policy environment in which teachers work. The intention is to 
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reach an understanding and analyses of problems of integrity from a bottom-up, 
participant perspective, namely, via the views of the teachers themselves. 
Subsequently, I investigate the ethical reasoning of teachers, including how they 
perceive themselves and the motives for their actions. School leaders, pupils, parents 
and members of the general public are included in the study because they are 
considered to be useful in providing visions of what they perceive to be sound 
professional practice and as a source of suggestions of alternative ways of helping 
teachers to deal with their professional tasks. 
 The study then tries to integrate its findings into intervention programmes by 
teachers in advice about organisational strategies that may enhance professional 
integrity. Integrating ideas from practitioners and other stakeholders through an open 
learning process may serve as a useful model for how to stimulate good practices, as 
well as build a basis for teachers to reflect upon ways of improving the reputation of 
the teaching profession. An effort is made to come up with strategies that are intended 
to help teachers to think differently about the challenges they face and form new 
relationships and discourses that could bring them together to develop a strong 
collaborative community (Friedman, Razer and Sykes, 2004). 
 The study introduces a number of limitations in order to make it manageable. For 
instance, it does not try to execute an exact and comprehensive measuring of levels of 
professional integrity, but focuses on identifying values, norms and practices at the 
personal and institutional levels that are considered useful in guiding the actions of the 
teachers and learners. It is limited in the contexts in which the research is carried out, 
not covering all the school types and areas in the country. Moreover, it does not go into 
collecting data and testing hypotheses on the causes of certain practices by teachers, 
but rather tries to gain an emic understanding of teachers’ interpretations of the 
realities of their actions. 
 This study builds upon previous empirical research into problems of professional 
integrity in Africa, as well as upon more theoretically oriented work on professional 
ethics. Such theoretical approaches contribute to clarifying in a more general way how 
norm-guided human action relates to formal codes of conduct, on the one hand, and to 
situational/contextual conditions, on the other. Thus, the study draws insights from 
theories of reflection and discretionary practice (Banks, 2009; Jarvis, 1997) and 
normative professionalism (Kunneman, 2005) as practical processes for collaborating 
and dialoguing on possible ways through which teachers could bring about 
improvements in the teaching profession. These theories start by taking a broader 
scope in order to map the possible obstacles to professional integrity, and then move a 
step further to advocate that professionals should invent new ways of carrying out their 
work (Kunneman, 2012) by asking certain questions such as: Who am I? What do I 
stand for? And what is the best thing for me to do? Although this may not always 
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guarantee the right decision, nevertheless, questioning oneself provides the opportunity 
to reflect on the choices professionals make and the basis on which they make such 
choices, and what could be a motivating factor for change. 
 Another important theoretical perspective is opened up by the concept of 
Professional Institutional Engagement (PIE) which I develop in this study and which I 
found very useful for empowering teachers through a collaborative learning process. 
This concept stresses not only professionalism and ethics at the level of individuals, but 
also ways in which professional practice is shared with colleagues and within the 
teamwork in the institution of learning. Professional Institutional Engagement stands 
for a holistic approach that can deepen our understanding of professional practices of 
teachers as they deal with the complex dilemma situations of their work contexts. 

1.5  Methodology 
The purpose of this qualitative study is to explore multiple perspectives on the current 
state of the teaching profession in Uganda. Data were collected from a cross section of 
institutions and education stakeholders from both rural and urban areas, so as to 
develop a deeper understanding of the experiences, perceptions and attitudes of the 
teachers, parents, pupils and other education stakeholders on the question of 
professional integrity and the status of the teaching profession in Uganda. However, 
the study takes a step further into an inclusive and participatory inquiry in the work 
context (Snoeren, Niessen and Abma, 2011). Such an action research approach 
involves a number of steps. 
 First of all was a shift from an outsider’s ‘etic’ perspective to an ‘emic’ one that 
reconstructs and engages with the interpretations and motivations of the actors 
themselves. At one school, information was generated through an inductive process of 
describing, mapping and interpreting the research problem and establishing which parts 
of the problem were changeable and which were not (Van Strien, 2007). The emic 
inquiry uncovers the challenges and dilemmas teachers face and also elaborates 
together with them suggestions for solutions to their problems. The participatory 
learning process evolved with creating additional conversational space with teachers at 
Nakasero Primary School so as to gain a deeper understanding of the experiences in the 
daily routine of their work and why they did certain things. We addressed 
organisational issues, such as school policies, rules and regulations, leadership style, 
interpersonal relationships and the opportunities for communication and autonomy, in 
order to map the empirical common ground upon which the rest of the study is built. 
 The action research methodology that shaped the major part of this study was 
motivated by the desire to carry out research that generates results that inspire a 
positive change in the attitudes, perceptions and thinking of teachers about their work 
(Lohman, 2000; Kemmis, 2007). Thus, participatory action research (PAR) with 
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teachers implies taking joint actions that aim to bring about empowerment and certain 
reforms in their practices (Pimenta, 2007). One way of doing this is to encourage 
teachers to form a collaborative learning community in which they collectively and 
openly talk about issues that affect them (Hyland, 2009). The intervention to empower 
teachers through peer learning and feedback was built on ideas of what the teachers felt 
was important to them (Wicks and Reason, 2009).  
 Subsequently, sharing personal views, stories and experiences exposed teachers to 
different forms of acting and democratic ways of engagement that inspire a change in 
attitudes and practices. Therefore, the contribution that this research makes lies in the 
empowerment created by engaging with teachers in a collaborative and democratic 
learning process. A module based on the knowledge generated from shared experiences 
of teachers (Boog, 2007) was developed collaboratively. The module presents the 
teachers’ own voices on what improvements they would wish to have in the teaching 
profession. The strength of this study lies in the action research element that provided 
opportunities to develop the teachers’ self-esteem and confidence, and enhanced their 
ability for self-determination. 

1.6 Order of the document 
This book explores the challenges and dilemmas facing the teaching profession in 
Uganda, with a hope of coming up with possible strategies in the form of best practices 
that can enhance the image of teaching at the institutional level. The first chapter 
introduces the reader to the research by highlighting the current state of 
professionalism and the problems of professional integrity in the teaching profession. I 
explain the current low status of the teaching professional and provide an overview on 
theoretical concepts to situate the study in the local context of Uganda and beyond. I 
then present the problem statement from which research questions are generated. The 
chapter concludes with a brief explanation of the methodology and the preferred 
approach of action research that is employed. 
 The second chapter provides an overview of existing approaches to defining and 
analysing professional integrity, the parameters related to professional integrity that 
each concept takes into consideration, and the causal relations they focus on. The 
theoretical arguments of reflection and discretionary practice (Banks, 2009; Jarvis, 
1997) and normative professionalism (Kunneman, 2005) are reviewed. 
Notwithstanding their scholarly relevance, I show that teachers should move beyond 
the abstract idea of reflecting on the practices and institutionally prescribed norms to 
engage meaningfully with both the demands of their profession and the institutional 
context in which they work. I ground my theorising in the concept of professional 
institutional engagement which I show to be insightful in helping to generate support 
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for change in the form of improved collaboration, communication and teacher 
empowerment. 
 The third chapter provides an insight into the trends in Uganda’s education and the 
teaching profession – its historical evolution, from pre-colonial times to the present. 
This helps to map and contextualise the nature and complexity of the problems of 
professional integrity in the country’s teaching profession. In particular, it seeks to 
provide the basis for an elaboration of how contemporary professional actions are 
shaped by historical trajectories, including what policies have been tried by 
government to raise the level of professional integrity. It is observed in this chapter that 
the doctrines of Christianity as emphasised by the colonial governments had great 
impact but also later repercussions on the practices of teachers. The analysis is an 
important starting point for understanding the current state of the teaching profession in 
Uganda.  
 Chapter four describes the methodology and methods used in conducting the 
research. It provides information on the first steps that were undertaken in this study 
through a qualitative case study design before gradually transforming it into an action 
research project. Thus the chapter provides a brief description of the schools that 
participated in the study, with a more detailed focus on Nakasero Primary School 
where the largest part of the study was conducted. The chapter describes how I went 
about the process of negotiating entry into the schools, the methods, and instruments 
for data collection and analysis, including some reflections on the validity and 
reliability of the data. It also highlights the action research approach and provides a 
justification for the suitability of action research with the teachers. The chapter 
concludes with insights on ethical issues raised by the study and the main challenges 
identified in the field. 
 The fifth chapter analyses the current status of the teaching profession based on 
empirical findings. It maps the current challenges to teacher professionalism based on 
the perspectives of the key actors in the education sector and several documents of 
national and international organisations. The chapter indicates how there are different 
categorisations of teachers in Uganda. It also provides a comprehensive account of the 
key challenges of professional integrity in the teaching profession, starting with teacher 
recruitment and training, and traces the actual reasons why teachers behave the way 
they do. 
 Following this broad analysis on the status of teacher professionalism in Uganda, is 
chapter six that focuses on a particular school case. It discusses findings from data 
generated through narratives of experiences of teachers at Nakasero Primary School. 
The section highlights the views of the teachers on why they prefer to teach in this 
school, despite its context-specific challenges, such as poor interpersonal relationships. 
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It also acknowledges the best practices and ends with suggestions by the teachers on 
how to improve the local situation at the school.  
 Chapter seven presents cases of dilemmas related to professional integrity in the 
form of the actual experiences of participants and then proceeds to show the complex 
situation encountered by Ugandan teachers, for example, their limited autonomy in 
decision-making processes. It explores the different strategies that teachers adopt to 
comply with the system. On the one hand, it shows the struggles undertaken by some 
teachers as positive initiatives for school’s improvement, and on the other hand, 
presents cases of teachers who harbour negative sentiments and are less concerned 
about the schooling system.  
 Chapter eight provides a detailed account of the field experiences with action 
research in the form of a systematic presentation of how the action research process 
unfolded through a step-by-step process. It traces innovations for improving teaching 
practices at the school level through a collaborative learning process, plus elaborates 
on the process through which we jointly developed a module as a tool for guiding 
teachers in their future professional practices. The chapter ends with reflections by the 
teachers and the researcher. 
 Chapter nine brings together outcomes of the case studies about theories on 
professional integrity and research questions, and from which conclusions are reached. 
Cognizant of the need for improving the practices of teachers in Uganda, I provide 
suggestions for how this research could be widened to benefit other teachers beyond 
the team that participated in this project. 
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Chapter 2: Theoretical Perspectives on Professionalism and Professional 
Integrity 
The introductory chapter outlines the problem of lacking professional integrity in 
different sectors in Ugandan society. Focusing on the teaching profession, I have 
stressed the urgency of understanding why professionals show inadequacies of 
integrity in their practices and of exploring ways to enhance professionalism. The next 
steps in my study will involve giving the reader a detailed overview of the actual state 
of the teaching profession in Uganda, so that I can justify the specific targeting of my 
own empirical investigations into relevant micro processes at individual and school 
level. However, such steps cannot be taken before we have gained a good overview of 
existing approaches to defining and analysing professional integrity. Therefore, in the 
present chapter, I discuss existing approaches to professional integrity and analyse the 
concepts that are used, the parameters related to professional integrity that different 
scholars take into consideration, and the causal relations they focus on. From the 
discussion in this chapter, I select the concepts, parameters and empirical focus that are 
suitable for my own empirical study as reported in the rest of this dissertation. 
 Another preliminary step taken in the present chapter is to gain a good insight into 
the current state of the art of knowledge developed in empirical professional integrity 
studies: what has already been researched well in the field, which possible causes of 
lacking professionalism have been pointed out, what remedies have been developed 
and/or tried and with what results. This study will build upon existing knowledge, thus 
aiming to make a specific and targeted contribution, not only to understanding the 
specifics of Ugandan situations, but also to the general understanding of professional 
integrity and ways to foster it. This chapter, therefore, has two parts. The first presents, 
analyses and evaluates theoretical approaches to professional integrity as available in 
the literature, and the second maps the present state of empirical knowledge available 
in the field. 

2.1  Defining professional integrity 
The definition of the concept of professional integrity is often contested. Banks (2010) 
notes that the term integrity was not in common usage in the literature on 
professionalism, nor did it appear in most codes of conduct for professional practice, 
until the last two decades. There is a small body of literature in moral philosophy 
specifically on professional integrity (Banks, 2010). However, in recent times, most 
codes of professional practice are clearly concerned with specific concepts, principles 
and behaviours that should guarantee integrity. Banks notes further that integrity is 
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becoming a common point of attention in professional practice and guidance because 
of the growing concern with misconduct, malpractice and a demand for minimum 
standards of good practice in public professional services (Banks, 2010).  
 When attention is turned to defining the concept etymologically, the term integrity 
is derived from the Latin ‘integratis’, which means having no part taken away, being in 
the state of completeness or wholeness (Banks and Gallagher, 2009; Banks, 2010). 
Banks observes that integrity is commonly used to describe a quality of a person, 
action or object, such as a woman of integrity, an act of integrity, or the integrity of the 
room and its furniture. In the context of public life, integrity, with its connotation of 
wholeness, is often presented as the opposite of corruption, with its connotation of 
distortion, decay, and breakup. The Oxford dictionary defines integrity as “being 
honest and having strong moral principles, personal, professional and artistic; the state 
of being whole and not divided.”  
 Banks derives two distinct definitions from both the philosophical literature and 
from the generic usage of the term in the contemporary context of professional practice 
and public service. The first focuses on integrity as “conduct that meets commonly 
accepted standards”, and the second on integrity as “a way of maintaining and acting 
upon deeply held values, often in a hostile climate” (Banks, 2010). She subsequently 
proposes three ways in which the concept of professional integrity can be understood. 
The first level of understanding focuses on the external demands of the profession and 
considers integrity as morally good/right conduct in accordance with generally 
accepted ethical principles and specific codes. The second is when professional 
integrity is concerned with a commitment to hold steadfastly true to a particular 
identity, commitments or activities with which people are deeply and extensively 
involved and identified. The third level of professional integrity is concerned with a 
capacity or a moral competence, a process of reflexive sense making, which may 
involve re-evaluating and giving up previously held ideas and principles (Banks, 
2010).  
 Nonetheless, as pointed out by Banks (2010), no version of the definition of 
professional integrity is sufficient on its own to capture the ways in which the term is 
used and what it might mean in professional life. Accordingly, the versions represent a 
number of different points of view that are part of the concept of professional integrity, 
which may overlap, and are not mutually exclusive. To emphasise this, Banks borrows 
an Aristotelian characterisation of virtue to describe integrity as a cluster that ties 
together different overlapping qualities of character. Her assertion is that integrity is a 
virtue that is not reducible to the workings of a single moral capacity like courage or 
benevolence, but is a complex and thick virtue- term, which focuses not only on a 
person’s commitment or motivation, but also on his or her character and competence, 
including an ability to engage in reflexive sense making (Banks, 2010). 
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 This virtue-based approach, though having noticeable pitfalls, is also followed by 
Campbell, who contends that integrity “lies in maintaining that the principles of right 
and wrong conduct are the same regardless of whether one is concerned with ethics in 
a private or public life” (Campbell, 2003). Accordingly, integrity involves an ongoing 
acquisition of virtue, which builds one’s character in such a way as to habituate the 
person into a virtuous life, in which good thoughts and good acts become second 
nature, an extension of the kind of person one has become. Ianinska and Garcia Zamor 
(2006) add another perspective by describing integrity as wholeness of character, a 
commitment to one’s intentions and promises, and standing for something. It is a 
matter of having proper regard for one’s role in a community and a process of 
deliberation over what is valuable and what is worth doing. Ianinska and colleague 
identify three steps required of a person of integrity namely: discerning what is right 
and what is wrong; acting on what one has discerned, even at personal cost, while 
saying openly that one is acting on one’s understanding of right and wrong; and then 
reflecting on why one believes an action is right or wrong (Ianinska and Garcia Zamor, 
2006).  
 Another important aspect of personal integrity, as pointed out by Banks and 
Gallagher (2009), is consistency through one’s behaviour and moral life, no matter 
how tempting and conflicting the circumstances may be. Thus, a person lives in a 
fragile balance between every one of the above mentioned human traits, and has the 
capacity to respond to changes in one’s values or circumstances. This involves a kind 
of continual remaking of the self, as well as the capacity to balance responsibility for 
one’s work and thought (Kunneman, 2005). In the context of professional practice, 
integrity could mean seeing the profession as a coherent whole and behaving according 
to the professional framework, being aware of the totality, aims, values and rules of the 
profession (Banks and Gallagher, 2009). 
 Focusing directly on the teaching profession, Campbell has identified a teacher of 
integrity as one who strives with his/her students and colleagues, is fair, careful, 
trustworthy, responsible, honest and courageous in the profession. Such a teacher 
understands and appreciates the importance of virtues, such as kindness, love, 
compassion and patience in everyday life, including the principles that teachers 
themselves uphold in the ways they interact with students and others, both within and 
outside the school. Moreover, individuals with integrity approach professional 
responsibilities with considerable competence and commitment (Campbell, 2003). 
Based on the views of different scholars as elaborated in this section, the term integrity 
in this study will be applied to mean having proper regard for one’s role in the 
community and a process of deliberation over what is valuable and worth doing 
(Ianinska and Garcia Zamor, 2006). This could serve as a reminder for teachers to 
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adhere to the values of commitment, perseverance and the capacity to act in ways that 
are considered acceptable regardless of the prevailing circumstances. 
 Having gone through the complexity of understanding the term integrity, my next 
concern is what interesting approaches to the study of professional integrity are 
available, and where my study should connect. Therefore, in the next section, I explore 
the perspectives of different authors on the idea of codes (codes of ethics and codes of 
conduct), on their functions, and their limitations. Following this investigation, I 
present the approaches of different key authors who explore professional integrity 
beyond the idea of codes and rule-following. Finally, I evaluate the key concepts and 
research agendas of these authors in order to decide which ones will be most useful for 
my own project in this study. 

The professional codes of conduct 
The traditional approach to professional ethics is often equated with codes, rule-
following, and formal practices that regulate behaviour (Banks, 2009; Nellor, 2003). 
But whereas the concept of codes of conduct is widely used by scholars on the subject 
matter of professional integrity, there is no consensus on the definition of what a code 
is. Some authors use the notion of ‘codes of conduct’, others ‘codes of ethics’ 
(UNESCO, 2009). 
 The New Oxford Advanced Learner’s Dictionary defines a code of conduct as “a 
set of conventional principles and expectations that are considered binding on any 
person who is a member of a particular group”. A code of conduct can also be defined 
a set of principles of standards of behaviour, specifying how the members of a group 
will work (UNESCO, 2009). A major distinction is that codes of ethics help people 
make decisions, while codes of conduct are rules requiring specific behaviour. 
Therefore, ethical standards generally are wide-ranging and non-specific, designed to 
provide a set of values or decision-making approaches that enable professionals to 
make independent judgments about the most appropriate course of action. A code of 
conduct, on the other hand, provides a fairly clear set of expectations about which 
actions are required, acceptable or prohibited, so that one either obeys or incurs a 
penalty. In other words, codes of ethics are presented as ‘aspirational’, stating the 
ideals of the profession and emphasising the values that guide decision making, while 
codes of conduct govern actions (UNESCO, 2009).  
 Banks (2009) explains that codes are generally written or controlled by professional 
or regulatory bodies, and play a role in demarcating the profession, promoting 
professional identity, guiding and regulating practitioners and protecting service users. 
Examples of professional codes include: The British Association of Social Workers 
Code of Ethics (National Association of Social Workers, 1999), the Nursing and 
Midwifery Code (Nursing and Midwifery Council, 2008), or the Government of 
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Uganda, Teachers Code of Conduct (Education Act 1970). In the case of education, a 
code requires adhering to the commonly accepted standards and requirements, for 
example as pertains to education and qualifications, registration and licensure, for one 
to be accepted as a member of the professional body, or certain acts of conduct such as 
confidentiality, or the do’s and don’ts in relationships with clients and the general 
public. Acting according to these prescriptions is what scholars refer to as 
‘professionalism’ (Banks and Gallagher, 2009; Banks, 2010).  
 Banks attempts to draw a distinction between codes of ethics and professional 
ethics by emphasising that codes are externally generated norms, in that they originate 
from outside the individual professional practitioner, and comprise general principles 
and rules that apply impartially to anyone in the profession, while professional ethics 
belong to the practitioners themselves, and tend to focus on what ought to be done and 
judging whether the action taken was right or wrong with reference to impartial general 
ethical principles (Banks, 2009). 
 In the next step, I examine the question of integrity from the perspective of this 
principle-based approach. This approach focuses the moral foundation for 
professionalism on using ethical knowledge to minimise ethical dilemmas and build a 
more strongly articulated ethical culture (Campbell, 2003). The approach entails 
adhering to the ethical principles and standards inherent in the technicalities of the 
profession, and the duty to behave in an ethical manner. This extends beyond the 
regular moral conduct expected of any person to encompass elements of competence 
and service ideals (Campbell, 2003). Therefore, the idea of ethical principles, as 
applied in professional practice, is the subject for the next discussion.  

2.2  Ethical principles 
Some authors focus more on ethics than on codes of conduct when dealing with the 
subject of professional integrity. Campbell (2003) argues that, in many respects, the 
essence of professionalism is defined by the principles of ethics that govern not only 
the expected conduct of professionals but also the spirit of commitment and 
responsibility they embody as both individual practitioners and collective associates. 
Though there may be different versions for defining ethical principles, to Campbell 
(2003), ethical principles are guides to moral justification of the value judgements we 
make when faced with moral dilemmas in professional practice. 
 Scholars observe that ethical principles in everyday practice are applied differently 
in different contexts and cultures (Campbell, 2003; Banks and Gallagher, 2009; 
Camacho, 2010). Moreover, different professions may emphasise certain principles 
rather than others, depending on the nature and specificities of their profession. And 
given that individuals have to weigh such principles against their personal principles 
and values, it is inevitable that constant trade-offs are made when it comes to 
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interpretation and making of final choices and decisions. Nevertheless, to serve as a 
common ground for reference purposes, general principles, such as tolerance, fairness, 
integrity, firmness, respect, compassion, honesty, patience and acting in a reasonable 
manner, are deemed to function well as moral foundations for the teaching profession 
(Campbell, 2003). Not to forget that such principles may apply to similar situations 
with other professions, to serve as guides that bring together practitioners in an attempt 
to improve practices (Banks and Gallagher, 2009). Key to this argument is that ethical 
principles can serve to capture the common spirit of teacher professionalism and may 
form the basis for investing public trust in teachers as morally accountable 
practitioners. 

2.3  Role of codes in enhancing professionalism 
The idea of formulating codes of conduct or codes of ethics is that professional 
integrity will be strengthened. How is this expected to happen? Several authors point to 
different roles that such codes could play. Codes of ethics and codes of conduct, when 
applied as official statements of ethical intent, serve both the public interest and 
provide guidance to the members of the profession (Campbell, 2003). Campbell 
explains that codes exist to inspire confidence in the profession itself and even though 
they are not contractual in a legal sense, they symbolise a kind of moral contract 
between society and its trusted institutions. This demonstrates to the public what is 
required of professionals, thus creating a positive public identity, which can lead to a 
more supportive political and regulatory environment (Fry and Johnstone, 2009).  
 Ethical codes play an important role in helping to sustain solidarity within 
professions, and also encourage a person to engage in self-conscious moral reflection 
(Schön, 1987). By compounding individual values and workplace values, a code can 
create a strong workplace bond between individuals and fellow workers and their 
supervisors, which increases satisfaction and productivity (Ozturk, 2010). Banks 
summarises four distinct roles served by the code of ethics in social work: 

 Provide guidance to practitioners about how to act; 
 Serve to protect service users from malpractice or abuse; 
 Contribute to safeguarding the professional status of an occupation; 
 Establish and maintain professional identity (Banks, 1998:221).  

While acknowledging that codes, if well-crafted, can be of inspirational benefit 
(Reybold, Halx and Jimenez, 2008; Mago, 2006), nevertheless, contrasting views 
prevail on the application of codes and principles. The authors who have written in this 
area argue that dealing with the problem of professionalism requires multi-dimensional 
approaches that go beyond codes (Kunneman, 2005; Banks, 2009). For instance, Banks 
argues that the viability of codes depends on how well they are formulated and the 
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extent to which they give practitioners material for internal reflection, encourage self-
criticism and help develop a professional attitude and responsibility towards service 
(Banks, 2009). For the teaching profession, the code could be designed in a way that 
provides teachers and schools with information about their rights, obligations, 
responsibilities and consciousness, in order to shape internal discipline and autonomy 
in the workplace (Ozturk, 2010). It is from this background that the next section 
highlights some thoughts on the weaknesses of codes. 

2.4  Limitations of codes as foundation for professional integrity 
In recent years, the idea of relying on codes of conduct has been criticised extensively 
(Schön, 1983; 1987; Freidson, 1994; Campbell, 2003; Jarvis, 2006; Reybold et al., 
2008; Kunneman, 2005; Banks, 2009). These authors cast doubt upon the relevance of 
codes of conduct for improving professional integrity. Therefore, they suggest that the 
analysis of professional ethics should extend beyond the simple idea that integrity 
involves application of professional codes. While their views seem not to reject the 
principles and rules of conduct that are expected of professionals, these scholars argue 
that codes do not provide individuals with security that protects them from possible 
abuses or unfair treatment by management. Moreover, ethical codes give professionals 
little help to cope with the moral complexities of their work (Reybold et al., 2008; 
Kunneman, 2005). 
 Banks (2009) has criticised the approach of reliance on codes as offering an 
artificial, abstract and narrow conception of ethics. While explaining this within the 
context of social work, she recognises the growing complexity and diversity of social 
work contexts and the new issues and dilemmas that are constantly created for 
practitioners. Codes fail to capture these in a satisfactory way. In this line, Banks 
specifically notes that codes abstract from time and place, from the real context, and 
thus from the actual cases or dilemmas that professionals face (Banks, 2009). Focusing 
professionalism on ethical codes would therefore mean ignoring other aspects of 
practice, such as motives, qualities of character or moral perceptions in invoking 
principles or making decisions. Scholars point out that most social workers do not, 
after all, use ethical codes in their practice because these codes are not designed to be 
used on a daily basis (Kunneman, 2005; Banks, 2009). Rather, ethical codes are 
designed to encourage practitioners to reason and reflect systematically on ethical 
issues in their practice. It is this process of reflection, rather than adherence to the 
codes, that leads to effective practice (Banks, 2009). 
 As such, Banks proposes a shift from the concept of professional ethics as an area 
of study to ‘ethics in professional life’ (Banks, 2009). Her view draws attention to the 
idea of professional life as a whole, lived by people, and as something that has a past 
and a future, with a texture in a particular context. She asserts that the scope of 
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interpretation and making of final choices and decisions. Nevertheless, to serve as a 
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professional ethics as an area of study should be broadened from the simple analysis of 
codes of conduct and cases, to include commitment to the underlying ideals and values, 
and the character of professional practitioners and the specificities of the context in 
which they work. This study indicates a conflict of loyalty between the Ugandan 
Teachers’ Code of Conduct and the rights of teachers, as explained in chapter five. 
 Jarvis (1997) adds another perspective when he argues that obedience to the laws or 
codes does not necessarily translate into ethical or moral conduct. He stresses that the 
codes may even work counter productively, because strict adherence to the codes does 
not allow space for discretion, diminishes the sense of responsibility, and the actors 
may not care about the outcomes of their actions whether good or bad, because such 
actions do not depend on their individual beliefs or motives. Another danger with 
legalistic orientations in the case of the teaching profession is that it affects the efficacy 
and quality of work (Campbell, 2003). This study seeks to gain a deeper understanding 
of the work dynamics of teachers and what they perceive to be the reasons behind their 
actions. Griffin (2012) indicate that teachers often times prefer their own views, beliefs 
and experience as the basis for behaviour and action and thus rely on this to decide the 
degree and nature of compliance with external rules and regulations.  
 Such a view is consistent with other scholars who have specifically criticised codes 
in regard to their benefits and necessity in practice, their strengths and weaknesses 
(Jarvis, 1997). Codes are especially skewed because of the current trends of 
globalisation, such as liberalism, where employees are demanding a high degree of 
individual autonomy and independence in judgment for effective practice (Schön, 
1987; Campbell, 2003; Kunneman, 2005; Ozturk, 2010). In any case, as argued, 
contract-based and procedure-oriented codes are devoid of guiding ethical principles, 
and the priorities in the message conveyed may to a certain extent become oppressive 
to individual rights, or even deprofessionalising. I add here that codes are not in 
themselves constant because they need to be refined and reformed constantly in order 
to meet the realities of a particular context at a given time. Therefore, in real life, it 
may be difficult for professionals to meet the heightened societal expectations of their 
performance, in an environment that combines increasing turbulence with heightened 
regulation of their professional activity (Schön, 1987; Kunneman, 2005). In the real 
world of practice, professionals emphasise their lack of control over the larger systems 
for which they are not responsible. In this regard, Schön suggests that the context is 
important in evaluating professional behaviour and the extent to which the codes of 
conduct are applied.  
 Meanwhile, these scholars deal with the problem of professional integrity from the 
Western perspective, by pointing to the high level of competition, liberalism and 
individualism. Though these may bring challenges, nonetheless, practitioners work in 
contexts where they probably have opportunities for making choices. In most countries 
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in Africa, the situation seems to be more fragile, because, in addition to addressing the 
challenges of globalisation, society continues to play a significant role in influencing 
how professionals execute their work. This is well elaborated in Waiguru’s (2006) 
concept of “circular flow of values”, when she looks at professionalism from a wider 
societal perspective, rather than from the narrow perspective of codes. Her major 
argument is that values flow from one group of individuals to another through 
interaction and communication, and it is finally these values that guide professional 
conduct, be it moral or otherwise. For the present study, her argument provides a useful 
observation, as also in Uganda, the choice to do something appears to be influenced by 
the ethical environment and moral rules that originate from the household, moving to 
the community and then the wider society from which professionals are sourced. 
Reybold et al. (2008), though arguing from the Western perspective, holds a similar 
view that morals are a social and cultural product of the societies in which they are 
defined. These arguments bring us to another perspective where issues of 
professionalism should also be studied along the parameters of social anomie, or 
breakdown in the social norms. 

Beyond codes: Contextual factors 
The capacity to act with integrity can be studied from the point of view of deeply 
rooted personal commitments and motivations (micro level), and how these are 
developed in childhood and family situations. Others will take a less individualistic 
approach and investigate the influence of teacher training or of collegial interactions or 
communication with pupils and parents. At a broader level, professional integrity can 
be studied from the meso perspective that is to say, in the context of schools as 
organisations, relating it to hierarchy, professional leadership, or procedures. Of 
course, issues of professionalism can also be studied at the macro level in relation to 
national education systems, policy initiatives, motivations and frustrations deriving 
from conditions of service and salary. They can even be studied at the level of the 
overall societal context, such as the level of public recognition for teachers, corruption 
in the system, societal transformations and anomy resulting from, for instance, 
urbanisation and commercialisation of the system as well as the broader cultural 
context.  
 In the discussion above, the traditional approach to professionalism that took the 
codes or principle perspective has been criticised for being abstract, non-contextual, 
and for ignoring the social and ethical dimensions of professional practice. Therefore, 
some scholars argue for considering contextual and even policy aspects, which are not 
part of the decision making of professionals, but nevertheless, have influence and pose 
actual dilemmas in professional practice (Banks, 2009). This approach suggests that 
besides having codes and principles as standards for professional practice, the problem 
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of professionalism could also be tackled within a proper understanding of the 
situational realities, and the contexts in which professionals work. Our next concern is 
to understand non-compliance to standards of professional integrity from the teacher’s 
point of view, by relating to actual difficulties that occur in the teacher’s work context, 
such as lack of motivation, inter-collegial interaction and organisational and 
supervisory failures. 

2.5  Barriers to sustaining professionalism 
A number of factors have been identified as impacting the professional practices of 
teachers in their day-to-day work. Though these vary in intensity from one context to 
another, they seem to share common features. For instance, teachers in many countries 
across Sub-Saharan Africa are faced with the challenge of reconciling the 
organisational values with their personal beliefs and values. At the same time, teachers 
work in environments which are not conducive, deprived, low-income environments, 
and mostly in the context of authoritarian policies that do not provide room for 
personal autonomy in the decision-making process. Such challenges, as elaborated in 
this section, impact significantly on the conduct of teachers. 

Conditions of work and management failures 
The work conditions affect the motivation and employee commitment in any place. 
Studies conducted in Africa and elsewhere in the world indicate that teachers are 
dissatisfied with their poor working conditions (Botha, 2011; Ax, Elte and Ponte, 2008; 
Nengwekhulu, 2008; Kauchak and Eggen, 2011; Ax and Ponte, 2008; Jansen, 2006; 
Dworkin, 1987). For instance, it is noted that teachers receive low salaries, not only in 
Africa but also in countries elsewhere. Studies have shown the immense challenges of 
coping with low salaries, and point to the struggles which teachers encounter to make a 
living. There is evidence to show that the links between working conditions and 
motivation are generally strong, thus poor working conditions cause stress and ill 
behaviour (Dworkin, 1987; Nengwekhulu, 2008; Tao, 2013).  
 The teachers also encounter difficulties working in resource constrained, 
impoverished schools. Beside poor infrastructures, teachers are faced with a problem 
of heavy workloads, teaching in overcrowded classrooms, making numerous reports, 
and attending to urgent needs of children, parents, and other education stakeholders. 
This is specifically overwhelming with the increasing demand for more accountability, 
and the growing attempts by governments to control teachers’ work (Jansen, 2006; 
Sahlberg, 2011). In his study on the role of school leadership in South Africa, Botha 
(2011) established that principals in South Africa do not have enough time to guide 
teachers in their professional development due to too many tasks and pressures exerted 
on them. This results in limited interaction between teachers and school leaders. The 
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disfunction of the schooling system means that teachers are simply taken up by a 
multitude of urgent issues necessary to survive in the system. 
 In addition to the above, the leadership style at the school is also thought to stifle 
the professionalism of teachers. For example, poor relations between teachers and 
principals greatly weaken the teachers’ morale and enthusiasm (Botha, 2011). This is 
specifically remarkable in situations where leadership takes a non-transformational and 
autocratic stance of issuing instructions to surbodinates (Sumra, 2006; Bennell, 2004; 
Macdonald, 1999; Nengwekhulu, 2008; Botha, 2011). Currently, management in many 
schools across Africa takes a militant, top-down approach, such that decisions have to 
work their way down the hierarchy (Jansen, 2006). Such a system of administration is 
perceived to breed a vicious cycle of subordination and apathy, thus causing 
managerial inefficiencies. A top-down management style not only limits teachers from 
carrying out the decision taken, but also kills team work, leads to individualism and 
fluidness in decision making in regard to the values that underlie the school’s operation 
(Fullan, 2010, cited in Sahlberg, 2011). 
 Related to the above, the growing bureaucratisation of education management by 
education officers and school governing bodies continues to cause enormous 
professional challenges for teachers. The leadership of these bodies has been blamed 
for failing to discharge their responsibilities, and for politicising education policies 
(Nengwekhulu, 2008). This is reflected by the ways in which teachers are bullied into 
adopting innovations that sacrifice students’ learning to the advancement of the careers 
of those that are higher in the system (Campbell, 2003:xi; Nengwekhulu, 2008). 
Moreover, leaders are perceived to be indifferent to the real problems that teachers face 
and instead operate as government functionaries who continue to get perfomance 
bonuses even when the education standards and quality continue to decline (Jansen, 
2006; Nengwekhulu, 2008).  
 When teachers are coerced to take up innovations that are initiated in a top-down 
manner, it causes feelings of disempowerment, isolation, uncertainty and 
demoralisation (Botha, 2011; Sahlberg, 2011). In Uganda, teachers report experiencing 
difficulties with adopting and implementing the Universal Primary Education (UPE) 
policy, which they feel was rolled out without clear guidelines (Munene, 2009). 
Teachers are constantly blamed for the declining professionalism and education 
standards. Whereas the blame is often shifted to the teachers, on the other hand, 
teachers are concerned that the parents, school administrators and other stakeholders 
are less concerned about supporting schools (Nengwekhulu, 2008). Sahlberg (2011), in 
examining factors that lead to successful schools, elaborates that teachers who work on 
their own without support from their leaders are more prone to competing instead of 
complementing and learning from each other as colleagues.  
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 Such tension between professionals and bureaucratic rules makes it even more 
difficult for professionals to work as autonomous agents who can face their own 
responsibilities (Banks, 1998; Kunneman, 2005). Moreso, too much pressure imposed 
on the teachers, restricts them from exercising autonomy, splits the profession into 
superior and subordinate, threatens collegiality and cohesion, and weakens the 
profession (Freidson, 1994). 

Policy innovation drives and social recognition 
Other aspects of the work context of teachers that are counterproductive to 
professionalism range from the level of recognition and respect accorded to teachers in 
society, to country specific policies and agendas, and then to the global trends and 
transformations in education as a whole. In recent years, the right to education has 
become a global agenda, with the expectation that literacy will lead to development, 
thus increasing the demand for better quality teaching and learning (UNESCO, 2009; 
Sahlberg, 2011). Whereas the global concern of Education For All (EFA) is 
commendable for increasing school enrolments (Tukundane, 2014), in Uganda like in 
other parts of the world, the implementation of effective intervention programmes, 
such as finance for education and stakeholder collaboration, have been neglected 
(Sahlberg, 2011). As widely observed, inadequate financing for education has had 
negative implications for school conditions in general and the working conditions of 
teachers in particular (Busingye and Najjuma, 2015).  
 Meanwhile, the frequent policy changes and innovations seem to overwhelm 
teachers, and many of these are bound to be out of date before the teachers grasp 
important aspects of their implementation (Sahlberg, 2011; Chitty, 2012). Putting new 
policies in place should be accompanied with providing opportunities for reflection and 
debate to create awareness, or else it causes a lot of pressure and anxiety on the side of 
the teachers. In the context of Sub-Saharan Africa, reports indicate that teachers hardly 
get a clear understanding of often imported policy initiatives (Nengwekhulu, 2008). 
Ideally, teachers should be formulators of education policies if they are to implement 
them effectively. In situations where policies are imposed with high inflexibility and 
increased government controls, teachers are caught in anxieties of transition, feeling 
trapped in the system, and yet they lack the autonomy and competence to fulfill what is 
officially expected of them. A number of countries in the West are equally not spared 
from such hierachical and bureaucratic systems where teachers are expected to 
implement policies that are designed at a higher level (Ax et al., 2008). 
 Consequently, teachers experience practical challenges arising from the 
contradictions between policy expectations and personal value systems (Harley et al., 
2000, cited in Griffin, 2012). When teachers view themselves as lacking control over 
their work, it creates feelings of alienation, powerlessness, unworthiness, and a general 
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negative attitude towards their job (Dworkin, 1987). Some of them react by showing 
signs of chronic failure, fear, helplessness and despair. The teachers who harbor 
negative feelings about their job will most likely display high levels of absenteeism, 
low motivation and verbal aggressiveness towards students, peers and parents. While 
others may react by blaming or punishing students, thus creating a vicious cycle of 
mutual recrimination and alienation (Friedman et al., 2004). More often, teachers react 
by resisting government policies that they feel are contradictory to their professional 
insights (Jansen, 2006). In the case of Uganda, such resistance may not be through 
direct means, but could be manifest through acts such as abseeentism, late arrival, lack 
of commitment, a less caring attitude to work and reduced time on task (Munene, 
2009). 
 The literature on professional integrity also points to the importance of social 
recognition and respect for the teachers and the teaching profession in general. It is 
believed that people want to identify with careers that are more respected and whose 
value is recognised. Yet the trend across most world economies is a decline in the 
social status of the teaching profession. The commonly held view is that teaching is 
neither socially, nor psychologically rewarding (Dworkin, 1987;  van Veen, 2008). 
This is heightened by the tendency to blame teachers for perpetuating poor standards 
(Campbell, 2003; Sahlberg, 2011). Schön (1983) explains that professionals can be 
seen as participants in a large societal conversation, whereby their public image, 
especially as shaped by policies and the media, can either give a sense of pride, or can 
serve to put down the profession. In situations where teachers are portrayed as playing 
their part well, it has a positive effect on their self-perception, which subsequently 
supports self-reflexiveness. While elaborating on the best practices in the Finnish 
education system, Sahlberg (2011) argued that when the teachers’ work is portrayed 
with a higher degree of professional dignity and social respect, they are motivated to 
fulfil their intentions of selecting teaching for a lifelong career. Under unhealthy 
circumstances and judgment, teachers will implicitly judge their effectiveness in the 
same way as they are evaluated by the public (Schön, 1983;  van Veen, 2008).  
 Renz (2006) points out that lack of emotional, political and social recognition for 
professionals undermines the factors that build moral capacities and ethics, and is most 
likely to prevent a person from performing well or from developing their full potential. 
According to Renz (2006), human beings depend upon mutual recognition: they want 
their loved ones to love them, their friends and collegues to recognise them for what 
they do, their employers to honour their achievements and their governments and 
fellow citizens to respect them and their rights as free and equal citizens. In the context 
of this study, teaching in the past in Uganda enjoyed a high status and prestige, as will 
be elaborated further in chapter three. The declining social status of the profession has 
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led teaching to be percieved as employment of the last resort, thus undermining 
teachers’ social prestige and recognition (Ssekamwa, 2000). 

Teacher professional autonomy 
Freidson adds an interesting dimension by examining the problem of professionalism 
in the context of empowernment and autonomy (Friedson, 1994). He refers to 
autonomy as “the authority, expertise or skill that a professional needs in his practice”. 
According to Freidson, the crucial issue for the evaluation of any kind of work in terms 
of outcome, quality and quantity lies on the question of whether professionals are able 
to exercise control over their work, and what methods of control they use. In the case 
of the teaching profession, it rests upon the ability that the teachers have for 
professional creativity, confidence and competence. Van Veen (2008) observes that 
teachers feel more competent, have greater job satisfaction, and are more motivated 
when they experience greater autonomy in their work. However, in actual fact, there is 
a growing failure to recognise teachers as skilled professionals that can ably perform 
without external intervention. Freidson (1994), illustrates the challenge of limited 
autonomy in profesional practice: 

If they are to be mere passive employees without a strong organised voice in the allocation 
of resources that are essential for doing good work, they will find it difficult to remain 
committed to doing good work. If they are to play a role of providing whatever is demanded 
by their consumers and authorised by those who pay for it, they will find it difficult to 
preserve a sense of value of their schooled judgement. If they are to merely be loyal servants 
of the interests of their employers, they will have difficulty sustaining any independent 
commitment to serving the good of both the individual clients and the public, and if they are 
to be required to work within ultimately mechanical, albeit permissive standards established 
and enforced by professionals who act as their administrators and cognitive superiors, they 
will have to forsake the communal or collegiate principle that is distinctive of the 
professional mode of organising work (Freidson, 1994: 215). 

Seen along this line, professional autonomy is greater when professionals master a 
certain set of skills, values and competences that can enhance their performance (Hoyle 
and John, 1995, cited by van Veen, 2008). However, Schön (1983) points to the 
general crisis of confidence in professions. Schön seems to acknowledge that there are 
a complexity of challenges and increasing demands that are placed on contemporary 
professionals by their clients. As a result, they often find it difficult to respond 
appropriately because their professional knowledge may be inadequate for them to 
respond sufficiently to the complex demands of society (Schön, 1983). He suggests 
that, professional training should be tailored to capture the skills gap that can respond 
genuinely to the interests and needs of the changing situations of practice. 
 In Africa, the quality of academic education in general and professional training for 
teachers in particular has been critiqued (Nengwekhulu, 2008). For example, it is 
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assumed that the major focus of the Education For All (EFA) policy is on primary and 
secondary education, while tertiary education is at the periphery of education reforms. 
Therefore, the quality of teacher education has been neglected. In Uganda specifically, 
tertiary education hardly caters for the development of relevant skills (Tukundane, 
Zeelen, Minnaert and Kanyandago, 2013). Similarly, Ax and Ponte (2008) contend that 
teachers in Western countries are not well prepared, both before and after entering the 
profession, to deal with the challenges posed by the diversity within school populations 
and the changing classrooms. This is what Schön refers to as the “relevance dilemma”, 
in the sense that what aspiring practitioners need to learn most, training institutions 
seem least able to teach (Schön, 1987). Teachers find the work meaningless and 
unfulfilling in situations where they doubt the quality of their professional knowledge. 
It also kills self-esteem and frustrates the teacher’s effort towards self-improvement 
(Dworkin, 1987). This threatens the professional character of the work and causes 
several dilemmas for practice. 
 A further observation is that many young professionals and students find 
themselves in professions without real interest in the values they are expected to 
promote (Schön, 1983). Lack of interest in a profession is likely to impact on 
professional practices because individuals will not have the intrinsic motivation. This 
most likely compromises the spirit of craftsmanship, where the desire to do the job 
well for its own sake is more important that just working for money (Sennett, 2008). 
Individuals would wish to choose careers that match their personal values. Merging 
personal values with job skills is significant in determining the level of attachment that 
people give to their work (Reybold et al., 2008). As Schön (1983) observes, the process 
of choice and formal socialisation in the profession play a great role in explaining the 
behaviour of individuals in the workplace, and the prestige and authority of 
professions. Thus, while education establishes formal qualifications for work, 
individual interest and situational factors have a role in determing one’s conduct 
towards clients and peers.  
 To sum up, many studies demonstrate that situational factors, leadership style and 
personal interest can have far reaching implications for professionalism. It also brings 
us to the next question of how the teachers can strive to achieve standards of 
professional excellence as autonomous practitioners (Schön, 1987). Campbell (2003) 
raised similar concerns about how teachers can develop knowledge that will make 
them competent professionals, capable to stand up and courageously speak about issues 
that affect their practice. An attempt to answer these questions brings us to the 
discourse of ‘reflective and discretionary practice’. These concepts will be treated in 
relation to the idea of “normative professionalism”, a concept that Kunneman (2005) 
uses to discuss the professional status of social work practice in Western countries.  



30 Theoretical Perspectives on Professionalism and Professional Integrity   
 

led teaching to be percieved as employment of the last resort, thus undermining 
teachers’ social prestige and recognition (Ssekamwa, 2000). 

Teacher professional autonomy 
Freidson adds an interesting dimension by examining the problem of professionalism 
in the context of empowernment and autonomy (Friedson, 1994). He refers to 
autonomy as “the authority, expertise or skill that a professional needs in his practice”. 
According to Freidson, the crucial issue for the evaluation of any kind of work in terms 
of outcome, quality and quantity lies on the question of whether professionals are able 
to exercise control over their work, and what methods of control they use. In the case 
of the teaching profession, it rests upon the ability that the teachers have for 
professional creativity, confidence and competence. Van Veen (2008) observes that 
teachers feel more competent, have greater job satisfaction, and are more motivated 
when they experience greater autonomy in their work. However, in actual fact, there is 
a growing failure to recognise teachers as skilled professionals that can ably perform 
without external intervention. Freidson (1994), illustrates the challenge of limited 
autonomy in profesional practice: 

If they are to be mere passive employees without a strong organised voice in the allocation 
of resources that are essential for doing good work, they will find it difficult to remain 
committed to doing good work. If they are to play a role of providing whatever is demanded 
by their consumers and authorised by those who pay for it, they will find it difficult to 
preserve a sense of value of their schooled judgement. If they are to merely be loyal servants 
of the interests of their employers, they will have difficulty sustaining any independent 
commitment to serving the good of both the individual clients and the public, and if they are 
to be required to work within ultimately mechanical, albeit permissive standards established 
and enforced by professionals who act as their administrators and cognitive superiors, they 
will have to forsake the communal or collegiate principle that is distinctive of the 
professional mode of organising work (Freidson, 1994: 215). 

Seen along this line, professional autonomy is greater when professionals master a 
certain set of skills, values and competences that can enhance their performance (Hoyle 
and John, 1995, cited by van Veen, 2008). However, Schön (1983) points to the 
general crisis of confidence in professions. Schön seems to acknowledge that there are 
a complexity of challenges and increasing demands that are placed on contemporary 
professionals by their clients. As a result, they often find it difficult to respond 
appropriately because their professional knowledge may be inadequate for them to 
respond sufficiently to the complex demands of society (Schön, 1983). He suggests 
that, professional training should be tailored to capture the skills gap that can respond 
genuinely to the interests and needs of the changing situations of practice. 
 In Africa, the quality of academic education in general and professional training for 
teachers in particular has been critiqued (Nengwekhulu, 2008). For example, it is 

Professional integrity of teachers in Uganda 31 
 

 

assumed that the major focus of the Education For All (EFA) policy is on primary and 
secondary education, while tertiary education is at the periphery of education reforms. 
Therefore, the quality of teacher education has been neglected. In Uganda specifically, 
tertiary education hardly caters for the development of relevant skills (Tukundane, 
Zeelen, Minnaert and Kanyandago, 2013). Similarly, Ax and Ponte (2008) contend that 
teachers in Western countries are not well prepared, both before and after entering the 
profession, to deal with the challenges posed by the diversity within school populations 
and the changing classrooms. This is what Schön refers to as the “relevance dilemma”, 
in the sense that what aspiring practitioners need to learn most, training institutions 
seem least able to teach (Schön, 1987). Teachers find the work meaningless and 
unfulfilling in situations where they doubt the quality of their professional knowledge. 
It also kills self-esteem and frustrates the teacher’s effort towards self-improvement 
(Dworkin, 1987). This threatens the professional character of the work and causes 
several dilemmas for practice. 
 A further observation is that many young professionals and students find 
themselves in professions without real interest in the values they are expected to 
promote (Schön, 1983). Lack of interest in a profession is likely to impact on 
professional practices because individuals will not have the intrinsic motivation. This 
most likely compromises the spirit of craftsmanship, where the desire to do the job 
well for its own sake is more important that just working for money (Sennett, 2008). 
Individuals would wish to choose careers that match their personal values. Merging 
personal values with job skills is significant in determining the level of attachment that 
people give to their work (Reybold et al., 2008). As Schön (1983) observes, the process 
of choice and formal socialisation in the profession play a great role in explaining the 
behaviour of individuals in the workplace, and the prestige and authority of 
professions. Thus, while education establishes formal qualifications for work, 
individual interest and situational factors have a role in determing one’s conduct 
towards clients and peers.  
 To sum up, many studies demonstrate that situational factors, leadership style and 
personal interest can have far reaching implications for professionalism. It also brings 
us to the next question of how the teachers can strive to achieve standards of 
professional excellence as autonomous practitioners (Schön, 1987). Campbell (2003) 
raised similar concerns about how teachers can develop knowledge that will make 
them competent professionals, capable to stand up and courageously speak about issues 
that affect their practice. An attempt to answer these questions brings us to the 
discourse of ‘reflective and discretionary practice’. These concepts will be treated in 
relation to the idea of “normative professionalism”, a concept that Kunneman (2005) 
uses to discuss the professional status of social work practice in Western countries.  
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 The proponents of reflective and discretionary practice, as will be elaborated further 
in the rest of this chapter, advocate a shift from external rules and regulations to 
confronting professional challenges within the domain of the real life situations that 
professionals encounter (Banks, 2009; 2010; Jarvis, 2006; Freidson, 1994; Schön, 
1983; 1987; Kunneman, 2005). They also advocate stimulating the ability of 
individuals to confront the realities of their work with more personal responsibility. 
This calls for critical thinking, moral conscienciousness and dialogue. The concepts of 
‘reflectivity, discretionary practice and normative professionalism’, as applied in this 
chapter, provide an insightful starting point for conceptualising and building up theory 
on which reforms for teacher professionalism can be based. 

2.6 Reflective practice  
Reflection has several meanings in everyday speech. For example, Jarvis (2006) 
regards it to be a process of thinking, meditating, repeating past events and so on. In 
education, the concept assumes a special connotation in that the reflecting agent 
questions in some way their experiences, whether in the form of receiving information, 
witnessing an event, seeking to solve a problem, or experiencing some other 
phenomenon, as shown by Jarvis (2006). Thus, reflection is perceived to be a very 
directed form of thought, the process of critically assessing the context, the process, or 
rethinking the premises of our efforts to interpret and give meaning to an experience 
(Jarvis, 2006).  
 Scholars hold various views on the application of the concept of reflective practice. 
Freidson (1994) suggests that reflection is concerned with a past event, where 
practioners think back and analyse the events of their practice, while Jarvis contends 
that reflection is about either looking backwards or looking forwards and planning 
things as a result of experience (Jarvis, 2006). On the other hand, Schön uses the 
concepts of “reflection in action” and “reflection on action” to describe the reflective 
process. He explains that the reflexive process can take place while the practioner is 
performing an activity or task, or as a form of postmortem, where one thinks 
backwards about the project undertaken, a situation lived through, or explores the 
undertakings developed by handling a case (Schön, 1987). In this study, I focus on 
these concepts but also explore the possibility that the reflective process is continuous 
or cyclic, with no terminus point, given that the work of teachers goes beyond the 
classroom to include outside work. The assumption is that a continuous reflective 
learning process could change the motives, perceptions and attitudes of the teachers 
towards the profession and may encourage creativity, teamwork, peer learning and 
mentoring (Heather, 2013).  
 Schön (1987) explains further that thinking about what you are doing while doing it 
goes together with trying to make sense of it, reflecting on the new knowledge which 
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surfaces, while criticising, restructuring and embodying insights in further action. It is 
this entire process which is central to the art by which practitioners deal with situations 
of uncertainty, instability, uniqueness and value conflict. The assumption of Schön 
seems to be that the reflecting agent will always aim at an ideal action. However, 
reflection in the case of Ugandan teachers, who are probably frustrated and disgruntled, 
may not always lead to ‘right’ decisions. In any case, the phenomenology of moral 
degradation, as elaborated in chapter one, seems to have compromised the choices 
people make in the real life world. 
 Schön draws attention to the limitations of external regulations to emphasise that 
professional practice is not the simple application of theory to practice, but a condition 
in which practitioners actually think in practice. In his view, a person capable of 
engaging in reflexive sense making in relation with other personal goals and values, 
will ask questions such as: what do I believe in, what are my values, motivations and 
projects, and why am I doing this job? (Schön, 1987). These ideas are meant to 
highlight the critical elements of professional practice, but whether they can be put to 
use in actual practice is another thing. This leads to two levels at which theories of 
action operate, namely, espoused theories that we use to justify our behaviour, and the 
theories in use, that are implicit in our patterns of spontaneous behaviour as we work 
or interact with others (Schön, 1987). 
 When ethical reflection is given central place in the idea of professionalism, I raise 
another important question as to how the capacity for moral reflection develops. Jarvis 
has identified the family as an important institution in which values for moral 
reflection are learned (Jarvis, 1997). He conceptualises this fundamental dimension in 
the concepts of “pre-knowledge and pre-conscience” required for ethical conduct. The 
idea here is that our moral orientations are learned pre-consciously during childhood, 
through the love and care that the mother gives to the child. Through this, the child 
learns the virtues of care and love before it develops a language of communication. 
The care relationship is continued throughout childhood. Therefore, the process of 
living in the family enables one to learn care and socialisation – the two important 
elements of morality (Jarvis, 1997). Subsequently, social values are learned through 
socialisation, first in a pre-conscious, and then later in a more conscious manner as we 
gain education and share experience with other members of the family or community 
(Jarvis, 1997). This explanation, taken side-by-side with the concept of circular flow of 
values as elaborated earlier, could be insightful when discussing the positive and 
negative influences of society on professional decisions and practices in Uganda. 
 In her discussion of what she calls, a “reflective practitioner”, Banks proceeds to 
analyse ethical reflection in detail. This entails subjecting our own knowledge and 
value claims to critical analysis. It involves more than a simple reflection on what has 
been done or not done to how, why and what effects (Banks, 2005). When practitioners 
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reflect on their practice, learn from experience and adapt their practice accordingly, 
then they are reflective practitioners, moving along the path towards enhanced 
professionalism (Banks, 2005). Such professionalism entails that they will strive to do 
something because their conscience tells them it is the right and responsible thing to 
do, and they know it will benefit them or others in society. In recent years, these ideas 
have been refined further by Kunneman (2005; 2012), in the concept of “normative 
professionalism”, which I elaborate next. 

2.7  Normative professionalism  
The concept of normative professionalism, as proposed by Kunneman (2005), could 
serve as an additional step in analysing the problems of professional integrity. Looking 
at the challenges and uncertainties that professionals encounter in the context of social 
work practice in Western countries, he, like previous scholars, doubts the relevance of 
universal rules and regulations as viable solutions to the realities of present-day work 
dynamics. In his view, rules alone are not sufficient enough for guiding decision 
making, because they tend to instigate bureaucracy, and mostly lead to dependency and 
apathy instead of enhancing autonomy and personal initiative.  
 Pointing to the challenges of globalisation and technological advancement, 
Kunneman suggests the redesigning of the professional context of social work practice, 
and considers the concept of normative professionalism to be a more positive approach 
for dealing with professional dilemmas. I find his strategy interesting for my own 
study. Nevertheless, I do not make a claim that these ideas are without question. For 
instance, the concept of ‘normative’ in the context of this study may be contested, 
given that Kunneman argues from the Western perspective that is connected to more 
organised systems. As for Uganda, the actions of professionals are very much 
entrenched in certain systemic cultures, well-defined hierarchies, and bureaucracy and 
power relations. The major dilemma for professional practice in such a system seems 
to lie with what counts as normal given the limits to individual freedom and 
responsibility and the importance of collective responsibility. 
 Kunneman makes a step to advocate refocusing professionalism on enhancing the 
ability of individuals to cope with competition and permanent change. Again this is 
more favourable in contexts where individuals have knowledge, technical skill and the 
autonomy for discretionary practice that seem to be limited in Uganda. However, an 
important insight with regard to this remarkable approach is when he proposes three 
strategies in which normative professionalism could be exercised, namely: 
organisational adaptation, going underground and reflective connections. For purposes 
of clarity, I attempt to summarise these concepts in a diagram. 
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Figure 1 Formulated by the author, based on the views of Kunneman (2005) 

 To draw a distinction from these three approaches, first, he clarifies that people 
working in institutions should adhere to organisational norms and protocols for 
professional competences and as an important aspect of identity and belonging to the 
organisation. This has similarities with what Banks (2009) refers to as 
‘professionalism’. Second, he emphasises that professionals have to think beyond the 
existential values and sometimes consider ‘going underground’ for the benefit of their 
clients due to the complexity of the challenges and messy conditions that surround the 
work environments. By going underground, he uses an example of setting aside time 
for free help, to demonstrate that professionals could follow their moral compass and 
adopt more dynamic ways of thinking in making decisions on their clients within the 
space and prevailing conditions provided by official rules.  
 Kunneman elaborates that going underground could at times lead to problems 
between the employee and the organisation, and sometimes with colleagues. In the 
context of this study, the idea of going underground seems to be more delicate because 
it may lead teachers to engage in unpleasant practices for personal survival. Studies 
show that previous attempts by the teachers to offer additional time to assist learners in 
Uganda have been commercialised, thus excluding and harming learners who cannot 
afford to pay extra. More so, the competition it comes with stifles collegiality and 
interpersonal relationships (Ssekamwa, 2000; Munene, 2009). Thus, the concept of 
going underground in the Ugandan context could either be misinterpreted or even be 
abused by some practitioners. 
 The theoretical explanation further suggests the need for creating feedback loops 
(reflexive connections) to mitigate the possible conflicts between personal values and 
organisational norms. This study, by undertaking an action research approach, seeks to 
understand the importance of feedback from the perspective of the teachers. An 
important aspect is to consider what kind of feedback loops are available and the 
actions or steps teachers take afterwards. There is a possibility that teachers could 
reject or perhaps get angrier with feedback, thus the strategy becoming 
counterproductive. For feedback to serve as a useful tool for reforming teaching 
practices, teachers should be open and willing to accept information, think critically 
about both their weak and strong areas, and take steps towards positive improvement. 
 Thus, creating viable feedback loops and critically thinking about information that 
is generated leads to a third level for deliberation and learning. Kunneman refers to this 
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as a stage for reflective connections, in that practitioners act in accordance with 
individual intuition. By combining the official standards of professional competences 
with one’s own moral values in decision making, acts such as commitment, care, 
concern and perhaps voluntarism manifest. Recognising individual rights and 
responsibility not only enhances the process of questioning the self, but also addresses 
the issues of self-respect, self-doubt, trust and mistrust, hope and despair. Though such 
strategies could stimulate professionals to face their own responsibilities and function 
more adequately as autonomous individuals, their practicality in the context of teachers 
in Uganda may be doubted.  
 Finally, while Kunneman suggests that professionals should have the ‘inner’ ability 
to cope with the difficulties of present-day realities of practice, the degree of reality 
differs according to the prevailing circumstances in a particular context. The 
difficulties, in my view, could be extreme and either serve to motivate or demotivate. 
Teachers in Uganda fall short of the intrinsic motivation due to factors such as lack of 
interest in the job and the legal status of the profession. Moreover, the extremely poor 
working conditions dictate otherwise. Therefore, while many teachers seem to have a 
clear understanding of their professional roles, values and obligations, they often lack 
the motivation to adhere to them. A clear observation is that teachers tend to be absent 
or report late to school due to difficulties with transport and accommodation, thus 
limiting their ability to cope. Extending care to individual learners is equally limited by 
the large class numbers, inadequate resources and workload (Munene, 2009; 
UNESCO, 2014). 
 Another insightful idea that has been running throughout this discussion of 
reflective and normative practice is the concept of discretionary practice. It revolves 
around autonomy, reflection, using own judgment and taking own direction (Banks, 
2009; Kunneman, 2005). The idea is that professional decisions should be based on 
personal moral judgement, according to the prevailing circumstances. This implies that 
the framework for making decisions could differ a fair bit depending on situational 
factors both for the practitioners and clients. Thus, the concept of ‘discretionary 
practice’ is elaborated next.  

2.8  Discretionary practice 
Discretionary practice refers to the choices that people make in the way they do the job 
and the amount of effort, care, innovation and productive behaviour they display 
(Armstrong, 2009). Banks (2009) and Freidson (2001) have recognised the role of 
discretion in professional practice. For example, Banks argues that as individuals 
encounter complex situations and circumstances in professional practice, they 
minimise the externally imposed rules governing work and maximise the exercise of 
discretion and good judgement, based on recognised competences. Similarly, Freidson 
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(2001) contends that, while education, training and experience are fundamental 
requirements for professional practice, once these are achieved, the exercise of 
discretion based on competence becomes central to professional practice. In some ways 
both Banks and Freidson suggest that practitioners rely on personal experience and 
competence when faced with complex professional dilemmas.  
 Acting in the context of diverse forms of knowledge and practice can gradually lead 
to dialoguing on different perspectives in the process of identifying adequate solutions 
for practical problems. This is especially possible when individuals hold strong values 
that guide them to make decisions consciously, and believe and trust that what they do 
is the right thing (Freidson, 2001; Banks, 2009; Kunneman, 2005). Perhaps, the 
dilemma for Africa lies in a provocative question as to whether the teachers are 
empowered enough so that they can engage in meaningful decision-making processes. 
For example, can teachers exercise control over their work and its outcome and what 
methods of control do they use? Schön (1987) argues that without sufficient time, 
equipment, assistance and other resources, one cannot do one’s work well. Moreover, 
one’s freedom to exercise discretion becomes meaningless in circumstances where 
individual autonomy is curtailed. This implies that while reflection and discretionary 
practice are recommended as an integral part of modern professional practice and 
dialogue, meaningful engagement depends on how empowered and capacitated 
individuals are, so that they can freely communicate and interact with each other in a 
constructive manner (Banks and Gallagher, 2009; Jarvis, 2006; Freidson, 1994; Schön, 
1983; 1987; Kunneman, 2005). These scholars also indicate that professionals preserve 
the right to be the arbiters of their own work. This is justified by the claim that they are 
the only ones who know enough to be able to evaluate properly and are actively 
committed to ensuring that performance lives up to basic standards. How responsibly 
that control is exercised constitutes an essential problem for further analysis. 
 As it is clearly argued (Jarvis, 1997; Mago, 2006; Reybold et al., 2008; Kunneman, 
2005), the exercise of reflection, discretionary practice or even normative 
professionalism depends on situational factors, motives, emotions and strength of the 
will. Thus, discretionary practice can either be positive, in the sense that people go an 
extra mile to achieve high levels of performance or can be negative, where people 
exercise their discretion to slacken their work (Purcell et al., 2003, cited in Armstrong, 
2009). Purcell states that positive discretionary behaviour partly depends on the way 
the job holders are led and managed, how jobs are designed, how work is allocated, 
and how much the managers and team leaders delegate and provide autonomy. 
 An interesting connection comes into view between personal autonomy and 
responsibility, and the systemic norms and values under which teachers work. Scholars 
strongly argue that, despite the current wave of criticism, controversy and 
dissatisfaction with the conduct of professionals, individual autonomy plays a key role 
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in professional practice (Freidson, 1994; Schön, 1987; Kunneman, 2005). Autonomy is 
a basic condition for proper evaluation and critical reflection, and serves as a 
mechanism for decision making. In the context of social work practice, social workers 
require some degree of professional autonomy so that they can apply their expertise 
(Banks, 2005; Kunneman, 2005). Therefore, without autonomy, as with the case of 
teachers in Uganda, the reflecting subject may never understand the power frames, or 
question the assumptions and practices that actually work against their professional 
interests (Campbell, 2003). In any case, teachers in Uganda are treated as mere 
technicians following rules, but have limited freedom to promote what they regard as 
good and ethical practice, or to challenge or even resist inhumane, degrading, unjust 
practices and policies (Banks, 2010). It is only when professionals reflect on certain 
values of their work, their roles, rights and responsibilities that they achieve 
satisfaction, succeed more in safeguarding their professional self- interest, and attain 
meaningfulness in their work (Kunneman, 2005). 
 Therefore, achieving positive discretion relates to acknowledging the significance 
of the work people do, giving them opportunity to achieve and develop, and providing 
feedback that recognises their contribution. It is this process that determines the degree 
to which jobs encourage engagement and collective learning (Armstrong, 2009). At 
this point, an important connection comes into view between institutional systems, 
professional values and personal values. It is from these ideas that I coin the concept of 
‘professional institutional engagement’ (PIE). 

2.9.  Professional Institutional Engagement (PIE) 
In order to combine the idea of discretionary practice with focal attention to the 
institutional context in which it can flourish, I propose, at this point, the concept of 
PIE. This concept stands for a holistic approach that can deepen our understanding of 
the professional practices of teachers as they deal with the complex dilemma situations 
of their work contexts. An engaged employee is someone who is aware of the work 
context and works closely with colleagues to improve performance within the job, for 
the benefit of the organisation and clients (Armstrong, 2009).  
 For the purposes of this study, I reconstruct the meaning of ‘professional 
institutional engagement’ to be that professionals should engage with both their 
profession and the institution for which they work. I understand this as a process of 
developing a strong connection to one’s work, having a clear understanding of the 
realities of the work environment and adapting certain innovations that respond 
successfully to the situation. Thus, in the context of the teaching profession, 
professional institutional engagement directs attention to bringing about more 
responsive ways of dealing with school-based problems in a collegial manner. This is 
loosely denoted by the term ‘peer reviews’, in that it is more interactive and, unlike 
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bureaucratic methods, it can ably employ judgements finely tuned to variable 
individual circumstances and problems (Freidson, 1994).  
 The PIE strategy might prove useful if teachers openly discuss matters of ethics or 
different aspects of behaviour and practice with one another (Campbell, 2003). It could 
facilitate a process where teachers reflect on issues and seek alternative means of 
handling dilemmas. Just as Banks (2009) and (Kunneman 2005) note, there is no best 
way of handling dilemma situations, but seeking a range of solutions to problems and 
trying them out, in this case, counts as discretionary practice. For the teaching 
profession, to be a reflective practitioner and use the discretionary space in a positive 
manner, the institutional context of the school (colleagues, leadership, parents, and 
pupils) is a ‘natural’ and necessary context. Unlike a doctor or lawyer, teacher 
professionalism is by necessity co-professionalism in a team context. The focus on 
professional institutional engagement perfectly captures this specific nature of teacher 
professionalism. The assumption is that when teachers engage with both the profession 
and the institution in a constructive way, by critically evaluating and questioning real 
life dilemmas, they gradually strike a balance between their personal values, the values 
of the profession and the institutional values. Thus, professional institutional 
engagement, if applied, may eventually work towards breaking the barriers of fear, 
isolation and uncertainty that teachers face in their work environments (Dworkin, 
1987; Kaahwa, 2005). Working their way to improvement could, in this way, relate to 
the concept of normative professionalism. 
 In Uganda, as mentioned earlier, teachers work in resource-constrained 
environments. Yet, teacher training does not equip them with adequate skills to 
respond to the challenging nature of the school and the classroom (Nakabugo, Bisaso 
and Masembe, 2010; Kasente, 2010; UWEZO, 2013). Professional institutional 
engagement as a new strategy could promote the teacher’s own learning in a 
collaborative culture, whereby both teachers and school administrators act as peers and 
mentors, as they socialise and accumulate lived experiences within the organisational 
setting (Sahlberg, 2011). Consequently, educators may gradually view mistakes as 
opportunities to move on, while at the same time understanding the social 
transformation and the value of a democratic style of leadership (Botha, 2011). As 
Freidson (1994) indicates, the ultimate goal of change is when people envision 
themselves with a stake in the system as a whole. Other scholars refer to this as 
‘democratic pragmatism’, in the sense that there is a more collaborative style of 
governance that stands outside the traditional institutions, to the wider educational 
system in which teachers see their responsibility as a broader social agenda (Whitty, 
2006; Dryzek, 2005). In the process, knowledge is obtained through both formal and 
informal participatory processes, and relationships are based on free and voluntary 
association of different stakeholders within the school system (Sahlberg, 2011).  
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 Having been inspired by these ideas, the concept of professional institutional 
engagement rests on the assumption that professional problems can be solved within 
the school context, through a series of compromises among different actors concerned 
with the issue. In this framework, it is assumed that different actors voluntarily bring 
up different perspectives and concerns to be discussed. Whereas this may involve a 
complex mixture of varying and often conflicting interests and values, it opens up 
opportunity for sharing dynamic knowledge with a variety of stakeholders (Kunneman, 
2005). This study supposes that teachers need this kind of relationship as a strategy to 
foster empowerment and meaningful collaboration. It is also envisioned that schools 
that are supportive of professional institutional engagement can have the potential to 
enhance the notions of normative professionalism, reflexivity and discretion in 
professional practices, which this study aims to achieve. An interesting relationship I 
find between these four concepts is that they all seem to advocate a critical analysis of 
the work context, collaborative learning, autonomy and taking up responsibility for 
professional actions. 
 As Kunneman (2005) rightly observes, the framework for teacher practice not only 
necessitates a redesigning of various functions, roles and responsibilities but also 
requires changes in the management landscape so that creativity and innovative 
leadership are enhanced. This view is also shared by Cilliers (1998) who remarks: 

There are changing systems in the schools and the school has to be adaptive to the changing 
conditions in the light of past experience. There is no agent that decides for the school what 
should happen nor does each individual teacher understand the complexity of the situation. 
Therefore, the organisation of the school emerges as a result of the interaction between 
various constituents of the system and its environment (Cilliers, 1998: 56). 

This observation by Kunneman and Cilliers has similarities to the description of 
professional institutional engagement suggested by the theorising above. It also tends 
to confirm the assertion that a successful school is a result of interaction between 
different players and the integrity of the school system in general (Campbell, 2003; 
Sahlberg, 2011). In this sense, teachers are not only recipients of top-down innovations 
at all times, but have to be engaged stakeholders in the system. The new framework 
presumably encourages interaction, learning and innovation, and facilitates the 
development of relationships and staff cooperation (Anderson, Issel and McDaniel, 
2003). 
 As argued by Sahlberg (2011), a successful school system largely depends on how 
well teachers exercise their professional knowledge and judgment, both widely and 
freely in their schools. This is more effective when there is genuine communication, 
openness and participation in decision making. Therefore, enhancing teaching abilities 
rests on the mutual cooperation of education stakeholders in a collaborative school 

Professional integrity of teachers in Uganda 41 
 

 

learning environment. An ideal learning environment is based on trusted leadership, 
honesty, fairness, and networking, which can open ways for endless creative potential. 
Sahlberg puts it clearly:  

Teachers improve by learning from other teachers. Schools improve when they learn from 
other schools. Isolation is the enemy of all improvement, and has to be broken down in 
order to develop reforms that will truly inspire teachers to improve learning for all students 
(Sahlberg, 2011: xx). 

Finally, the quality of teaching and of a good school is defined through the mutual 
interaction between the school and all the stakeholders, including pupils and their 
parents (Sahlberg, 2011). For example, teachers need time to work together during a 
school day and understand how their colleagues teach. This is an important condition 
for reflecting on the teacher’s own teaching, building a shared accountability and 
collective learning. It also creates favourable professional learning communities where 
teachers trust each other, and communicate frequently about their teaching and 
learning, while relying on their principal’s guidance and leadership (Sahlberg, 2011). 
This process of learning and re-learning subsequently creates some form of collegial 
solidarity, a sense of belonging and ownership of the institution. 

2.10 Concluding reflections 
The aim of this chapter was to gain an insight into the current state of the art of 
knowledge developed in professional integrity studies. I have evaluated definitions and 
elaborated different approaches to professional integrity. First, I analysed the 
traditional approaches of relying on codes of conducts and principles to guide and 
regulate professional conduct. 
 I have argued that the code-based approach, as traditionally used, has limitations. I 
draw on the ideas of Banks (2009), Kunneman (2005), Jarvis (2006) and other scholars 
to argue that codes of conduct are insufficient vehicles for enhancing ethical 
knowledge and improving professional integrity. In their arguments, codes are 
particularly skewed because they are legalistic and do not provide individuals with 
security that protects them from possible abuses or unfair treatment from managers. In 
addition, these scholars argue that codes abstract from time and place and do not 
provide answers to the actual dilemmas that professionals face. Accordingly, 
professionals are more prone not to use ethical codes in their practice because codes 
are not designed to be used on a daily basis. It is also argued that codes have certain 
setbacks, given the current trend where employees are demanding a high degree of 
individual autonomy and independence in judgment for professional practice. 
Moreover, codes do not allow space for discretion, which diminishes the sense of 
responsibility, thus resulting in actors not caring about the outcome of their actions. 
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 In line with the scholars who have written in this area, I propose a shift from relying 
on codes to creating conditions where professionals are reflective on their practices, 
question the taken for granted ways of acting, and make decisions which they think can 
help the profession to grow. Thus, the zoom lens for my theorising is based on the 
concepts of reflective practice, discretion and normative professionalism. The concept 
of reflective practice stipulates that professionals think about what they are doing or 
what they have done by asking why, how and for whom questions, which can help 
them have purpose in their work. Whereas answering such questions may not always 
lead to right actions, nevertheless, the reflection process enables practitioners to learn 
from experience and adapt their practices accordingly (Schön, 1983; Banks, 2009).  
 On the other hand, proponents of discretionary practice argue that it is necessary for 
individuals to choose what to do especially when they encounter complex situations 
and circumstances in their work contexts (Jarvis, 2006; Freidson, 2001; Banks, 2009). 
Discretion is specifically important when individuals hold strong values that guide the 
decision-making process, possess high levels of experience and professional 
competence, and trust that what they do is the right thing. However, the practicability 
of these in the Uganda context, where teachers lack adequate skills, is questioned. 
Moreover, people may have wrong motives in exercising discretion due to the notable 
breakdown in moral order and corruption.  
 An additional step in analysing problems of professional integrity in this chapter 
has been through the lens of normative professionalism. Kunneman (2005) considers 
this concept to be a more positive approach to dealing with professional dilemmas. 
Although Kunneman, like the previous scholars, argues from the Western perspective 
in which the actual reality of the work environments differs from Uganda, nonetheless, 
these theories provided an insight into my own theorising - professional institutional 
engagement (PIE). I have used PIE to argue that professionals should engage with both 
their profession and the institution for which they work. My line of argument rests on 
the assumption that professional problems can be solved within the school context, 
through a series of compromises among different actors concerned with the issue. 
 The aim of my theorising, using the concept of professional institutional 
engagement as the zoom lens, mirrors the innovations for improvement in the process 
of addressing individual weaknesses and institutional tensions. This could be a 
framework in which teachers deliberate and contemplate when faced with new 
problems or difficulties for which they have not been specifically trained in their 
current practice, with the view to making it better (Campbell, 2003). The reflective 
process leads to new conceptions of the professional client relationships and learning 
system for professional institutions (Schön, 1987). 
 The central importance of professional institutional engagement for professionalism 
in the teaching profession, as elaborated above, could raise the question on how such 
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engagement relates to ethical values as grounded in individual morals. At this point, I 
have argued that although the institutional context and peer pressure could partly 
influence the individual’s moral orientations, but the final decision on how to act rests 
with the individual and his or her capacity, nature and degree of responsibility (Nellor, 
2003). Therefore, organisations, agencies, institutions and employers may demand that 
certain precepts are followed but the final decision about professional conduct resides 
within the individual (Van Zandt, 1990, in Nellor, 2003). Van Zandt argues that in 
deciding what to think, feel and do, the individual practitioner views ethical principles 
and conduct guidelines within the framework of universal values and societal norms, 
before responding to them through a hierarchy of personal beliefs, behaviours and 
individual desires. Therefore, it can be concluded that due to the dynamic nature of 
organisational and societal ethical standards, an individual’s personal view remains the 
only constant in professional reasoning. These ideas are summarised in the following 
quotation: 

Though organisational standards are meant to guide professional reasoning and decision 
making, an individual’s personal views may dominate, or at least significantly influence 
professional reasoning. Personal views may overlap with professional societal standards or 
they may collide… ethicality therefore is context driven, with individual interpretations and 
applications situated in local contexts (Reybold et al., 2008:112). 

Based on these arguments, this research aims to understand how teachers reflect on the 
ethical qualities in their role, not only of moulding the children that are placed under 
their care, but also in their collective responsibility as they relate with colleagues and 
other stakeholders within the communities under which they function. 
 At this point, I will again link back to the concepts of normative professionalism, 
professional institutional engagement, and the reflective and discretionary practice. 
These concepts flow through as enabling factors for enhancing professional integrity 
amongst teachers. The concepts are thought to provide an important framework for 
further elaboration on the challenges of integrity of teachers in Uganda. The teaching 
profession, within this approach, seeks to go beyond narrowly formulated external 
rules that have for long dominated professional practice. For example, viewing 
professional integrity within the normative process suggests that teachers can no longer 
slide back into the authoritarian rules. Instead, it offers opportunity for improved 
autonomy, communication, collaboration and collective learning.  
 The focus of this study is to use a participatory approach with teachers on how to 
deal with the challenges of their work environment. This places more centrality on 
empowering teachers to work as responsible autonomous professionals, with the ability 
to reflect on their practices, who can exercise professional discretion, and who are in a 
position to engage meaningfully with their work and the institutions in which they 
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work, while at the same time providing a balance with their personal values. A focus 
on the use of these concepts, as anticipated, could provide opportunity for identifying 
ways that can bring about improvements in the teaching profession. While the concepts 
of normative professionalism and discretionary and reflective practice focused more on 
social work practice (Kunneman, 2005; Banks, 2009), a similar focus, but this time 
upon the teaching profession, is at the heart of this study. These ideas, combined with 
the action research approach as applied in this study, are thought to create a useful 
framework for improving the professionalism of teachers in Uganda.  
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Chapter 3: Uganda’s Education and the Teaching Profession: Historical 

Trajectories 
This chapter provides an overview of the trends in Uganda’s education and the 
teaching profession, their historical evolution, from pre-colonial times to the present. It 
aims to contextualise the nature of the problems of professional integrity in Uganda’s 
teaching profession. In particular, the chapter seeks to provide the basis for an 
elaboration of how contemporary professional practices are shaped by their historical 
trajectories, including the policies that have been tried by government to raise the level 
of professional integrity. This historical analysis of professionalism in Uganda and the 
theoretical perspectives discussed in chapter 2 feed into the detailed analysis in 
chapters five, six and seven of contemporary issues and dilemmas of professional 
integrity of teachers in Uganda. 

3.1  Evolution of education and the teaching profession in Uganda 
Before the establishment of schools in Uganda on the basis of western education, there 
were no professional teachers. Parents mainly shouldered the responsibility of teaching 
their children essential skills, customs and social deportment within a particular 
community (Ssekamwa and Lugumba, 2001; Tiberondwa, 1975; 1977; Kaahwa, 2005). 
Society as a whole contributed especially where social values and interaction with 
other people were concerned. Ugandan society had versatile men and women within 
each of the diverse groupings of people who possessed rare technical skills and 
medical knowledge. In collaboration with the parents, they taught relevant essentials to 
the young (Lugumba and Ssekamwa, 1973; Tiberondwa, 1977; Ssekamwa, 1997; 
Kaahwa, 2005; Muwagga and Genza, 2011).  
 Formal schooling in Uganda was first introduced in 1877 by missionaries whose 
primary aim was to spread Christianity (Tiberondwa, 1977; Lugumba and Ssekamwa, 
1973; Kibwika, 2006). However, the planting of this religious doctrine had to go hand 
in hand with the founding of schools, which would spread secular knowledge 
(Lugumba and Ssekamwa, 1973; Kaahwa, 2005). Initially, the missionaries shouldered 
the responsibility of teaching their new converts but they soon begun to enlist the help 
of the most brilliant and enthusiastic boys to assist in teaching slow learners, or those 
who had just joined the mission schools. As the number of children going to listen to 
the teaching of the missionaries increased, it created more work for the missionaries, 
and they considered educating a new kind of African teacher to help them in the school 
work. By 1920, certain mission posts had been earmarked as special places where 
those students who were intending to be teachers had to spend a year or two being 
coached while helping in teaching (Lugumba and Ssekamwa, 1973; Tiberondwa, 1975; 
Nkwanga, 1992). 
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 The cohorts of these new African teachers being trained mostly had low 
qualifications. They were usually primary 4 or 6 graduates and where trained to be 
vernacular teachers particularly of Primary 1 to Primary 4 classes. Kaahwa (2005) 
indicates that although their education level remained low by normal standards, these 
teachers played an important role in helping to spread both secular and Christian 
education. Subsequently, whether teaching at the mission post with missionaries or 
teaching away from it in the villages, these teachers were servants of the missionaries 
and were expected to follow specific rules. For example, as Nkwanga (1992) points 
out, teachers were under obligation to their missionary masters to display the Christian 
behavior in their lives by precept and example, failure of which would lead to 
dismissal. Emphasis was put on close adherence to religious obligations and 
requirements such as attending Sunday service regularly and playing a leading role in 
the service. This is echoed by Lugumba and Ssekamwa (1973) who explain that 
teachers were expected to preside over prayers or Christian hymns, were supposed to 
have only one wife, to restrain their social enjoyment, and to maintain Christian homes 
that would be emulated by their neighbours.  
 While such restrictions were required of any Christian, for a teacher they were 
applied without any possibility of relaxation. The challenge with this situation was that 
the proponents of Christian values ignored the fact that African teachers would have 
had personal beliefs and values that they may have wished to maintain. Consequently, 
while certain practices could have been discarded in favour of new ones, the perceived 
decline in professional integrity that accompanied the later secularisation of education 
(Munakukaama, 1997) raises a question in regard to the extent to which people adapt 
ideologies that emanate from elsewhere.  
 Moreover, Ssekamwa (1997) observes that adhering to religious conduct only 
served to make teachers conform to the demands of the missionary model of the 
teaching profession rather than giving them confidence to stand on their own. Another 
manifestation of this lack of empowerment was that the African teachers were 
restricted to subordinate positions, as assistants to the European civil servants and 
teachers (Tiberondwa, 1998 cited by Kibwika, 2006; Muwagga and Genza, 2011). This 
not only points to a lack of professional autonomy and effective participation in 
decision making processes but also implies an inability for teachers to exercise 
discretion. In what Tiberondwa (1975), refers to as ‘mental colonialism’, this meant 
that a teacher was a mere ‘mimic man’ who trained others as mimic men, without 
involving much creativity or conceptualisation of teaching and learning. What seems 
clear here was the missionaries’ failure to acknowledge and negotiate differences. Had 
the teachers been given the freedom to choose between Christianity and keeping to 
their own beliefs and practices, perhaps this would have invited a diversity of views 
and learning experiences. 
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 Lugumba and Ssekamwa (1973) point out that during missionary times, the 
education system and the teaching professional stressed religion and the Christian 
doctrine of human nature and destiny. Consequently, in order to retain their positions, 
teachers had to conform and were expected to be efficient, orderly and respectful. 
Daily compulsory worship and teaching of religion were emphasised in all schools as a 
way of building the student’s morals and characters. The Bunsen Report (De Bunsen 
commission, 1953) reveals that teacher training colleges provided a moral atmosphere 
so that future teachers acquired a sense of responsibility and were loyal to the 
educational service. As participants in a ‘noble profession’, teachers most satisfying 
reward was in helping children succeed in achieving their career dreams. To be a good 
teacher, conscientiousness, appearance, and ideas of justice and fair treatment were 
more significant than practical teaching ability. Teacher professionalism was an issue 
especially during that time when little attention was paid to academic credentials. Thus, 
great emphasis was placed on observing certain moral principles which was expressed 
as follows in the Bunsen report (1953: 33):  

One who holds, whether by outward profession or by inward and articulate knowing, that 
moral integrity, intellectual honesty, respect for persons, compassion, courage, are good in 
themselves and their goodness is not contingent on circumstances of time or place. One who 
holds these things firmly and discovers the way to express them in action will be a good 
neighbour, a good master or servant, a good teacher, parent, citizen and a good leader 
among his people. 

On one hand, these principles helped colleges to produce teachers who were bold in 
their outlook, but on the other hand, dwelling on and confirming to the religious beliefs 
and external demands of the missionaries meant that teachers had few opportunities for 
self-guidance and reflection on their practices. As argued in the theoretical views 
presented in chapter two, professional integrity is neither the adherence to standards, 
nor strict loyalty to prescribed authority.  
 Another important aspect of enhancing professionalism was relying upon 
professionals to review the conduct of their peers (Kaahwa, 2005). Professional 
disciplinary boards aimed to serve as impartial mechanisms for enhancing justice, and 
mitigating problems at the school level (Munakukaama, 1997). They also acted as 
social controls for providing counseling and guidance services to the trainees and new 
recruits to the teaching staff. Accordingly, these boards promoted mutual cooperation 
and respect, and were a tool for integrating the individual teacher with his or her social 
system without subjecting them to an inflexible value system. Although professional 
disciplinary boards often develop weaknesses that arise from subjectivity in views and 
biases, such initiatives align well with the theoretical position of Professional 
Institutional Engagement (PIE), elaborated in chapter two, which advocates that, rather 
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the service. This is echoed by Lugumba and Ssekamwa (1973) who explain that 
teachers were expected to preside over prayers or Christian hymns, were supposed to 
have only one wife, to restrain their social enjoyment, and to maintain Christian homes 
that would be emulated by their neighbours.  
 While such restrictions were required of any Christian, for a teacher they were 
applied without any possibility of relaxation. The challenge with this situation was that 
the proponents of Christian values ignored the fact that African teachers would have 
had personal beliefs and values that they may have wished to maintain. Consequently, 
while certain practices could have been discarded in favour of new ones, the perceived 
decline in professional integrity that accompanied the later secularisation of education 
(Munakukaama, 1997) raises a question in regard to the extent to which people adapt 
ideologies that emanate from elsewhere.  
 Moreover, Ssekamwa (1997) observes that adhering to religious conduct only 
served to make teachers conform to the demands of the missionary model of the 
teaching profession rather than giving them confidence to stand on their own. Another 
manifestation of this lack of empowerment was that the African teachers were 
restricted to subordinate positions, as assistants to the European civil servants and 
teachers (Tiberondwa, 1998 cited by Kibwika, 2006; Muwagga and Genza, 2011). This 
not only points to a lack of professional autonomy and effective participation in 
decision making processes but also implies an inability for teachers to exercise 
discretion. In what Tiberondwa (1975), refers to as ‘mental colonialism’, this meant 
that a teacher was a mere ‘mimic man’ who trained others as mimic men, without 
involving much creativity or conceptualisation of teaching and learning. What seems 
clear here was the missionaries’ failure to acknowledge and negotiate differences. Had 
the teachers been given the freedom to choose between Christianity and keeping to 
their own beliefs and practices, perhaps this would have invited a diversity of views 
and learning experiences. 
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 Lugumba and Ssekamwa (1973) point out that during missionary times, the 
education system and the teaching professional stressed religion and the Christian 
doctrine of human nature and destiny. Consequently, in order to retain their positions, 
teachers had to conform and were expected to be efficient, orderly and respectful. 
Daily compulsory worship and teaching of religion were emphasised in all schools as a 
way of building the student’s morals and characters. The Bunsen Report (De Bunsen 
commission, 1953) reveals that teacher training colleges provided a moral atmosphere 
so that future teachers acquired a sense of responsibility and were loyal to the 
educational service. As participants in a ‘noble profession’, teachers most satisfying 
reward was in helping children succeed in achieving their career dreams. To be a good 
teacher, conscientiousness, appearance, and ideas of justice and fair treatment were 
more significant than practical teaching ability. Teacher professionalism was an issue 
especially during that time when little attention was paid to academic credentials. Thus, 
great emphasis was placed on observing certain moral principles which was expressed 
as follows in the Bunsen report (1953: 33):  

One who holds, whether by outward profession or by inward and articulate knowing, that 
moral integrity, intellectual honesty, respect for persons, compassion, courage, are good in 
themselves and their goodness is not contingent on circumstances of time or place. One who 
holds these things firmly and discovers the way to express them in action will be a good 
neighbour, a good master or servant, a good teacher, parent, citizen and a good leader 
among his people. 

On one hand, these principles helped colleges to produce teachers who were bold in 
their outlook, but on the other hand, dwelling on and confirming to the religious beliefs 
and external demands of the missionaries meant that teachers had few opportunities for 
self-guidance and reflection on their practices. As argued in the theoretical views 
presented in chapter two, professional integrity is neither the adherence to standards, 
nor strict loyalty to prescribed authority.  
 Another important aspect of enhancing professionalism was relying upon 
professionals to review the conduct of their peers (Kaahwa, 2005). Professional 
disciplinary boards aimed to serve as impartial mechanisms for enhancing justice, and 
mitigating problems at the school level (Munakukaama, 1997). They also acted as 
social controls for providing counseling and guidance services to the trainees and new 
recruits to the teaching staff. Accordingly, these boards promoted mutual cooperation 
and respect, and were a tool for integrating the individual teacher with his or her social 
system without subjecting them to an inflexible value system. Although professional 
disciplinary boards often develop weaknesses that arise from subjectivity in views and 
biases, such initiatives align well with the theoretical position of Professional 
Institutional Engagement (PIE), elaborated in chapter two, which advocates that, rather 
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than subjecting teachers to external obligations, issues should be handled within the 
context of the school environment in which teachers understand the prevailing 
circumstances. 

3.2  Government participation in teacher training 
Uganda’s first Department of Education was established in 1925, as a move to involve 
government in managing education and schools. Subsequently the government took an 
interest in the training of teachers, although the control of schools and teachers 
remained in the hands of missionaries (Lugumba and Ssekamwa, 1973). Makerere 
College was the pioneering institution, initially by training 25 serving teachers who 
were subsequently deployed to schools to teach upper primary classes. According to 
Lugumba and Ssekamwa, this training opened up opportunities for native Ugandans to 
teach those higher-level classes that had previously been taught predominantly by 
missionaries.  
 While this government initiative to train teachers aimed at improving the quality of 
the teacher, it served to breed contempt and resistance from the missionaries, who felt 
that government trained teachers were less likely to respond to missionary direction 
(Lugumba and Ssekamwa, 1973; Ssekamwa, 1997 and 2001). The outcome was that 
each missionary group was granted the opportunity to establish a formal teacher 
training school with qualified staff to provide an effective education for teachers. This 
resulted in the setting up of denominational training schools referred to as ‘normal 
school’ for vernacular teachers (Lugumba and Ssekamwa, 1973). By implication, 
denominational schools meant continued power of the missionaries over education. 
 Nevertheless, a move to strike a balance between the requirements of the church 
and the public was reached by establishing a central body that jointly conducted 
recruitment and selection of candidates for all teacher training institutions. This was 
provided with the records of all the applicants, and entrusted to ensure that only 
candidates of sufficient maturity were accepted (De Bunsen commission, 1953). This 
body also advised aspiring candidates on what courses to follow in order to qualify for 
acceptance in the teacher training institutions. Candidates who did not meet the 
required standards were advised to return to school or to work for a while as 
unqualified teachers.  
 As observed in the Bunsen Report (1953), restrictions on recruitment resulted in the 
maintenance of quality standards. For example, emphasis for teacher recruitment and 
professional training was put on personal qualities, abilities and interests. The report 
highlights: 

It is not what the teacher knows that matters most, but what he is, what he values and what 
he enjoys (De Bunsen commission, 1953: 25). 
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The intention was to produce teachers who were enterprising and self-reliant. By 
having a sense of personal initiative and social responsibility, teachers were expected 
to develop such qualities in their students. In essence, teacher training aimed to provide 
a balance between general education, and professional training so as to produce 
teachers with diverse skills. The Bunsen Report lays down key qualities required of the 
teacher deemed capable of contributing to the community. It states the teaching 
profession seeks teachers who: 

a) Are interested in children as individuals, and can discover their talents and develop 
them; 

b) Are lively, cheerful, and by their example breed the same qualities in their pupils; 
c) Have character, common- sense and some particular skill, in games, or craft work; 
d) Are wise and resourceful rather than clever; 
e) Know well the subjects they teach, but are more interested in their pupils than the 

subjects (De Bunsen commission, 1953). 

Thus, professional training for teachers was approached in a simple and practical way, 
providing opportunities for discussion of critical educational issues. Demonstration 
schools under direct control of colleges were set up under the direct control of the 
teacher training colleges to, act as the students’ main workshop (Lugumba and 
Ssekamwa, 1973). This gave ample time for demonstration lessons, with exposure to 
teaching practice that complemented the theoretical aspects of the courses, and the 
constant interface with the classroom environment enhanced the analytical and critical 
skills of the trainees. Moreover, the Bunsen Report points out that the students were 
closely supervised for long periods of teaching practice, so that judgment could be 
passed on their capacity and sustained effort. Ssekamwa (1997) elaborates that students 
were encouraged to acquire dexterity both in manual work and crafts during the 
professional training. Although demonstration schools exist to date, their focus has 
shifted to providing academic studies for the pupils.  
 Another driving force for stimulating good practices was allowing the trainees to 
personally select the subjects they would be teaching after completing their teacher 
training, thus ensuring that students’ individual interests were met. In addition, 
specialist teachers of Handwork, Domestic Science, Art and Music, underwent special 
courses after professional training in order to qualify for specific appointment as 
teachers in that subject (Ssekamwa, 1997). This training in practical work contributed 
substantially to reinforcing the teacher’s pedagogical competencies and 
professionalism. 
 Furthermore, from the time of missionary administration until the early years of 
independence, teachers continued to receive professional encouragement to maintain 
and stimulate their professional interests (De Bunsen commission, 1953). Implemented 
mainly through in-service training, periodic refresher courses, conferences, and follow-
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than subjecting teachers to external obligations, issues should be handled within the 
context of the school environment in which teachers understand the prevailing 
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provided with the records of all the applicants, and entrusted to ensure that only 
candidates of sufficient maturity were accepted (De Bunsen commission, 1953). This 
body also advised aspiring candidates on what courses to follow in order to qualify for 
acceptance in the teacher training institutions. Candidates who did not meet the 
required standards were advised to return to school or to work for a while as 
unqualified teachers.  
 As observed in the Bunsen Report (1953), restrictions on recruitment resulted in the 
maintenance of quality standards. For example, emphasis for teacher recruitment and 
professional training was put on personal qualities, abilities and interests. The report 
highlights: 

It is not what the teacher knows that matters most, but what he is, what he values and what 
he enjoys (De Bunsen commission, 1953: 25). 
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The intention was to produce teachers who were enterprising and self-reliant. By 
having a sense of personal initiative and social responsibility, teachers were expected 
to develop such qualities in their students. In essence, teacher training aimed to provide 
a balance between general education, and professional training so as to produce 
teachers with diverse skills. The Bunsen Report lays down key qualities required of the 
teacher deemed capable of contributing to the community. It states the teaching 
profession seeks teachers who: 

a) Are interested in children as individuals, and can discover their talents and develop 
them; 

b) Are lively, cheerful, and by their example breed the same qualities in their pupils; 
c) Have character, common- sense and some particular skill, in games, or craft work; 
d) Are wise and resourceful rather than clever; 
e) Know well the subjects they teach, but are more interested in their pupils than the 

subjects (De Bunsen commission, 1953). 

Thus, professional training for teachers was approached in a simple and practical way, 
providing opportunities for discussion of critical educational issues. Demonstration 
schools under direct control of colleges were set up under the direct control of the 
teacher training colleges to, act as the students’ main workshop (Lugumba and 
Ssekamwa, 1973). This gave ample time for demonstration lessons, with exposure to 
teaching practice that complemented the theoretical aspects of the courses, and the 
constant interface with the classroom environment enhanced the analytical and critical 
skills of the trainees. Moreover, the Bunsen Report points out that the students were 
closely supervised for long periods of teaching practice, so that judgment could be 
passed on their capacity and sustained effort. Ssekamwa (1997) elaborates that students 
were encouraged to acquire dexterity both in manual work and crafts during the 
professional training. Although demonstration schools exist to date, their focus has 
shifted to providing academic studies for the pupils.  
 Another driving force for stimulating good practices was allowing the trainees to 
personally select the subjects they would be teaching after completing their teacher 
training, thus ensuring that students’ individual interests were met. In addition, 
specialist teachers of Handwork, Domestic Science, Art and Music, underwent special 
courses after professional training in order to qualify for specific appointment as 
teachers in that subject (Ssekamwa, 1997). This training in practical work contributed 
substantially to reinforcing the teacher’s pedagogical competencies and 
professionalism. 
 Furthermore, from the time of missionary administration until the early years of 
independence, teachers continued to receive professional encouragement to maintain 
and stimulate their professional interests (De Bunsen commission, 1953). Implemented 
mainly through in-service training, periodic refresher courses, conferences, and follow-
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up visits to schools, this support helped to maintain enthusiastic service and to keep 
teachers in the profession. It is pointed out that that these activities were one way to 
counteract the boredom that teachers faced after leaving college, and also ensured that 
the training colleges maintained interest in their graduates after they had completed 
their professional training (De Bunsen commission, 1953). This strategy may also have 
served as a motivation for the teachers as they gained from career advancement and 
lifelong learning (Jarvis, 1997). 

3.3  Trends in the status of professional teachers in Uganda 
Prior to the 1960s, few professional job opportunities were available to the indigenous 
population. Beyond public administration, the teaching profession served for a long 
time as the only honorable opening that offered opportunities for the majority of the 
ambitious young men and women who attended schools and wanted to be employed 
afterwards (Tiberondwa, 1975; Ssekamwa, 1997). This permitted the employers to 
insist on a high threshold for entry, such that anybody who failed to meet the set 
standards would not be tolerated in the profession (Ssekamwa, 1997). It also led to a 
relatively vibrant teaching force because the profession was highly coveted, and 
attracted the most brilliant men and women. 
 Recruiting the best candidates resulted in respect and social influence of 
professional teachers in society. Although the common perceptions of teachers held by 
the community could have been naive at the time, Ssekamwa (1997) indicates that 
teaching catechism and some writing and reading meant that a teacher had mastered 
some knowledge brought by the white man. Unlike others who had also tasted that 
knowledge, the teacher could even explain it to people in an intelligible and coherent 
manner. Therefore, a teacher was regarded as different from those who had simply 
attended the white man’s lessons. Moreover, the teacher was the missionary’s right 
hand man, going with him to visit people, so that people came to connect the teacher 
with the white man, perhaps transferring some of the respect for the white to the 
African teacher. 
 Teachers were also directly influential in society because their job in those days 
involved persuading people to see the benefit of sending their children to school. 
Accordingly, teachers needed to have a convincing attitude, accompanied with extreme 
kindness in order to inspire trust and confidence in the parents (Ssekamwa, 1997). 
Even though this may not be absolutely counted as part of a teacher’s professional 
responsibilities, the social role of the teacher was to welcome all people, old and 
young, in his home where they could learn, attend catechism lessons and also improve 
their Christian behaviour. In such situations, the teacher, like any other African, did not 
feel that accommodation of pupils in his home inconvenienced him. A teacher was 
looked at as a father and partner in the responsibility of bringing up the community’s 
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children (Lugumba and Ssekamwa, 1973; Munakukaama, 1997; Mugerwa, 2007). 
Besides this, people sought advice from teachers on certain matters connected with the 
African way of thought and how it could be accommodated that it did not conflict with 
the new Christian way of thought (Ssekamwa, 1997). 
 Teachers played multiple roles, as social workers, welfare officers, administrators 
and advisors, as shown by Mugerwa (2007). By talking to parents in an educative 
manner, they helped communities to improve themselves thus, opening up 
opportunities for improved communication and collaboration between the teachers and 
the community. At social gatherings and discussions, the teacher was not only 
outspoken on issues, but spoke with confidence because he had leant how to engage 
people in discussion with no shyness (Ssekamwa, 1997). This in turn widened the 
teachers’ social influence. For instance, a teacher could respectfully meet the chief on 
equal grounds, because the chief respected the teacher as the educator of his children.  
 The trust and respect of the people was accompanied by a certain level of affluence. 
Although a teacher’s pay was meagre in real terms, it was constant every month in a 
community where the majority of the people did not have a regular income of any kind 
(Lugumba and Ssekamwa, 1973; Tiberondwa, 1975). This implied that teachers stood a 
better chance of paying their poll tax with ease, were able to dress smartly, and, apart 
from the chiefs, teachers were the only people who owned moderately modern houses. 
This form of economic empowerment created a sense of security inviting confidence 
and trust, which contributed considerably to the likelihood of teachers turning into 
community leaders (Tiberondwa, 1977; Ssekamwa, 2000).  It was in turn a relevant 
factor when the status of the teaching profession declined drastically during the 
economic distress and mismanagement of the 1970s and 1980s, as explained next. 

3.4  Status of the teaching profession in the post-colonial period  
On gaining independence in 1962, and inspired by the desire to train Africans for a 
prominent share in the control of the country, the new government of Uganda was 
optimistic that the education system would help solve many problems (Ssekamwa, 
1997). As we turn our attention to this transition and its outcomes, it is important to 
keep in mind that under missionary control, the training and the conditions of service 
for teachers were based on Christian ideals. The change of control from the 
missionaries to the new independent government meant that the policies on education 
had to change (Tiberondwa, 1975).  
 Priority was given to ensuring that there was an increase in the stock of human 
capital through skills and knowledge development. Consequently, the government 
considered education to be the key to promoting the full potential of children’s 
intellectual, manual, and artistic abilities (GoU, 1961/1962 Development Plan). By 
emphasising certain qualities of character, it was hoped that education would enable 
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with the white man, perhaps transferring some of the respect for the white to the 
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involved persuading people to see the benefit of sending their children to school. 
Accordingly, teachers needed to have a convincing attitude, accompanied with extreme 
kindness in order to inspire trust and confidence in the parents (Ssekamwa, 1997). 
Even though this may not be absolutely counted as part of a teacher’s professional 
responsibilities, the social role of the teacher was to welcome all people, old and 
young, in his home where they could learn, attend catechism lessons and also improve 
their Christian behaviour. In such situations, the teacher, like any other African, did not 
feel that accommodation of pupils in his home inconvenienced him. A teacher was 
looked at as a father and partner in the responsibility of bringing up the community’s 
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children (Lugumba and Ssekamwa, 1973; Munakukaama, 1997; Mugerwa, 2007). 
Besides this, people sought advice from teachers on certain matters connected with the 
African way of thought and how it could be accommodated that it did not conflict with 
the new Christian way of thought (Ssekamwa, 1997). 
 Teachers played multiple roles, as social workers, welfare officers, administrators 
and advisors, as shown by Mugerwa (2007). By talking to parents in an educative 
manner, they helped communities to improve themselves thus, opening up 
opportunities for improved communication and collaboration between the teachers and 
the community. At social gatherings and discussions, the teacher was not only 
outspoken on issues, but spoke with confidence because he had leant how to engage 
people in discussion with no shyness (Ssekamwa, 1997). This in turn widened the 
teachers’ social influence. For instance, a teacher could respectfully meet the chief on 
equal grounds, because the chief respected the teacher as the educator of his children.  
 The trust and respect of the people was accompanied by a certain level of affluence. 
Although a teacher’s pay was meagre in real terms, it was constant every month in a 
community where the majority of the people did not have a regular income of any kind 
(Lugumba and Ssekamwa, 1973; Tiberondwa, 1975). This implied that teachers stood a 
better chance of paying their poll tax with ease, were able to dress smartly, and, apart 
from the chiefs, teachers were the only people who owned moderately modern houses. 
This form of economic empowerment created a sense of security inviting confidence 
and trust, which contributed considerably to the likelihood of teachers turning into 
community leaders (Tiberondwa, 1977; Ssekamwa, 2000).  It was in turn a relevant 
factor when the status of the teaching profession declined drastically during the 
economic distress and mismanagement of the 1970s and 1980s, as explained next. 

3.4  Status of the teaching profession in the post-colonial period  
On gaining independence in 1962, and inspired by the desire to train Africans for a 
prominent share in the control of the country, the new government of Uganda was 
optimistic that the education system would help solve many problems (Ssekamwa, 
1997). As we turn our attention to this transition and its outcomes, it is important to 
keep in mind that under missionary control, the training and the conditions of service 
for teachers were based on Christian ideals. The change of control from the 
missionaries to the new independent government meant that the policies on education 
had to change (Tiberondwa, 1975).  
 Priority was given to ensuring that there was an increase in the stock of human 
capital through skills and knowledge development. Consequently, the government 
considered education to be the key to promoting the full potential of children’s 
intellectual, manual, and artistic abilities (GoU, 1961/1962 Development Plan). By 
emphasising certain qualities of character, it was hoped that education would enable 
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individuals make a full and satisfying contribution to the well-being of society 
(Munakukaama, 1997). 
 It was mandatory that, in their routines, teachers ensured as much as possible to 
help pupils acquire certain necessary information that was assumed to awaken the 
children’s interests in community affairs, create social consciousness, and in general 
develop those attitudes and abilities that would enable them to function in their 
environment. For example, the ability to earn one’s own living, civic intelligence and 
understanding, and the development of civic habits and dispositions were emphasised. 
In addition, other virtues such as acting loyally, honestly and justly, living truthfully, 
spending prudently and saving wisely, respecting diversity, being tolerant and being 
industrious were encouraged. According to Munakukaama (1997), such broader based 
approaches to education framed the morality of personal responsibility and social 
involvement and created psychological discipline in the minds of both the teachers and 
learners. 
 The transition from missionary rule was perceived as a welcome move by 
independent Uganda. The Government Development Plan (GoU, 1961/1962) 
recommended an increase in investment in teacher training colleges to expand the 
training of Ugandan teachers, and to supplementing this with teachers recruited from 
abroad. Efforts were made to create a fully integrated school system with a unified 
teaching service for all teachers, in order to make the teaching profession more 
appealing. One means created to boost the profession was the certification of teachers, 
so that, once qualified, a teacher was free to teach in any school in the country. 

3.5  Effect of certification of teachers  
Before 1925-the year when the government embraced formulating educational policies 
in the country-teachers had no certificates to verify their training and qualification to 
teach. The missionaries simply singled out the outstanding pupils who had the desire 
and intention to teach, and coached them to help in instructing others. As noted earlier, 
the desire to produce teachers who were loyal to the demands of their missionary 
masters took precedence over training teachers as autonomous professionals who could 
engage constructively with their masters. The absence of certificates had conditioned 
the teachers to do whatever the missionaries demanded of them and reduced the 
already limited space to initiate discussions on the issues that affected them (Lugumba 
and Ssekamwa, 1973; Tiberondwa, 1977). The lack of certificates created fear and 
insecurity for the teacher and meant that it was only the good work and good behaviour 
in one mission school that could earn him a recommendation for a post in any other 
school.  
Post-independence Uganda saw the training of teachers intensified at all levels. There 
were Graduate teachers from Makerere University, Diploma holders from National 
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Teachers Colleges, and Grade 3 graduates from primary teacher training colleges. The 
government through the Teaching Service Commission Act of 1963 (Munakukaama, 
1997; Nkwanga, 1992), emphasised secularisation of education. It was felt that much 
pressure was imposed on teachers by the missionaries and this new law was in part 
aimed at minimising the religious divisions that had been created by denominational 
schools (Ssekamwa, 1997). The argument was that if a teacher was a qualified, 
competent professional, the demand on him to act as a religious person should be 
relaxed, and his social activities in the home were his own concern (Ssekamwa, 1997).  
 The Education Act of 1963 also changed the management of schools by transferring 
primary schools to the authority of the local governments, while the central 
government took charge of secondary schools, post-primary institutions, and teacher 
training colleges. This implied that future schools would be established by government 
and not by churches, mosques or Asian communities (Munakukaama, 1997). There 
was however, provision for the continuity of denominational schools as long as they 
were freely open to children of other faiths.  
 The new policies granted more independence to teachers because they could use 
their certificates to seek employment in other schools if they fell out with the 
missionaries ((Lugumba and Ssekamwa, 1973; Tiberondwa, 1977; Munakukaama, 
1997). According to Tiberondwa (1977), the spirit of assertion of the teacher’s rights 
and the desire to separate the job from personal life prompted some revolutionary 
teachers to fight to ensure that there was separation between their life at school and 
their life in public. This group strongly opposed the paternalistic behaviour of the 
missionaries on the grounds that it worked to pressure the teachers. Because the 
missionaries showed some resistance to this, the government wanted to demonstrate 
that it supported teachers on occasions where they complained against the missionaries 
(Lugumba and Ssekamwa, 1973). One can argue that since the government was now in 
support of the teachers, it may have lost the moral authority to question their conduct 
even when teachers had acted in defective ways.  
 The period from the late 1960s onwards was marked by a gradual souring of the 
relationship between the churches and the schools. With limited control and the loss of 
a clear official link between schools and churches, the only role left for religious 
bodies was offering advice on fundamental matters concerning the schools they had 
founded through School Management Committees (SMCs) and Boards of Governors 
(Lugumba and Ssekamwa, 1973; Ssekamwa, 1997; Munakukaama, 1997). Capitalising 
on the low popularity of missionaries, the newly appointed head teachers developed a 
feeling of liberation from the authoritative hand of the church and were less interested 
in working closely with SMCs and Boards of Governors. On occasions when they 
visited the schools, the priests were often resisted as they were seen as remnants of the 
age of moral oppression (Munakukaama, 1997; Ssekamwa, 1997). The challenge was 
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individuals make a full and satisfying contribution to the well-being of society 
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Teachers Colleges, and Grade 3 graduates from primary teacher training colleges. The 
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bodies was offering advice on fundamental matters concerning the schools they had 
founded through School Management Committees (SMCs) and Boards of Governors 
(Lugumba and Ssekamwa, 1973; Ssekamwa, 1997; Munakukaama, 1997). Capitalising 
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whether the government at the time had acquired enough supervisory capacity and 
meaningful strategies to ensure that the teachers adhere to basic professional practices 
and conventions. 
 Munakukaama claims that in the domain of teacher control, the secularisation of 
education significantly increased both the problem of morality in schools and 
dissatisfaction with the teachers’ standards of professional conduct. The most common 
issues in this regard were: teachers struggling for their private interests at the expense 
of the welfare of the schools; non-observance of punctuality, unwarranted absence 
from duty, lack of integrity and irresponsibility in the use of school resources, and 
looseness in social relations resulting in prejudice to the good image of the teaching 
profession.  
 In combination, these factors imply that the question of enforcement of ethics had 
been rendered considerably more difficult to address, and thus, the special aura that 
surrounded the teacher disappeared (Munakukaama, 1997; Ssekamwa, 1997). Whereas 
government endeavored to draft and promulgate standard guidelines for regulating 
teacher’s conduct, with the Education Act 1970, this probably came at a time when 
teacher’s aspirations and needs had changed due to the new dynamics that surrounded 
their lives. In any case, if teachers were struggling to deal with new socioeconomic 
trends, the laws alone may have been rendered insufficient in solving their problems. 
Besides, the top down rules that were formulated indicate that there was hardly any 
voice or involvement of teacher in the policy changing process. Seeking their input 
could have enabled the incorporation of ideas that responded to the teachers’ needs and 
aspirations. 
 Because of the social dynamics described above, the Christian way of living 
eventually lost its grip. As Ssekamwa (1997) indicates, the missionary model of an 
ideal teacher was rendered less significant because it was no longer necessary for a 
teacher to go around persuading parents to take their children to school. Parents had 
started to realise the value of education and voluntarily enrolled their children in 
schools. In essence, if their children were to compete with those who were attending 
school, then it was necessary for them to attend school. As a result, teachers were more 
or less confined to the school, coping with the numerous children who were coming to 
them. Moreover, the majority of teachers stopped accommodating people’s children in 
their homes, as they had done before for economic reasons. Thus, the teacher’s sphere 
of influence was drastically narrowed, because many parents, once they had paid the 
tuition fees, would rather have nothing to do with the teacher (Munakukaama, 1997).  
 The teaching profession was further weakened by the creation of more permanent 
and better paying jobs in the post-colonial administration and commercial sector. For 
instance, through education or engagement in other economic activities, a lot more 
people in society acquired the same or even better economic status than the teacher 
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(Ssekamwa, 1997; Kaahwa, 2005). Besides the low salaries, without proper 
accommodation for teachers in most schools, heavy workloads and limited support 
from the community meant that the working conditions for teachers had deteriorated 
significantly. Consequently, while parents were eager to send their children to school, 
they were no longer keen on seeing them become teachers, nor were there many 
ambitious young men and women inspired to take up teaching (Ssekamwa, 1997). This 
trend seems to have continued because as pointed out by the World Bank’s (2007b) 
report, on the state of education in Sub- Saharan Africa, there is a low level of 
attraction to the teaching profession. 
 This lack of interest and reduced application to join the profession led to the 
lowering of entry standards at teacher training institutions. For instance, teachers were 
now mainly being recruited from students who had scored lower grades, compared to 
those who went for other courses or joined the academic junior secondary schools and 
later on senior secondary schools (Ssekamwa and Lugumba, 2001). Therefore, the 
students who went to teacher training colleges felt inferior, sometimes fearing ridicule 
by their colleagues who managed to go to the academic junior secondary school 
(Ssekamwa, 1997; Nkamba and Kanyike, 1998; Bennell, 2004; Aguti and Fraser, 2005; 
Lugumba and Ssekamwa, 1973). Those students who had scored the lowest grades, and 
perhaps had little liking for teaching or schools, were all bundled together and ushered 
into the teaching profession. This implies that the students who now joined the 
teaching profession, often with the feeling that it was the wrong profession for them, 
had little ambition, interest or ability to restore the image of teachers.  
Meanwhile, the final setback to quality education and teaching seem to have been 
prompted by the withdrawal of the missionaries who had previously spent lots of 
money on education. It is believed that the government take-over of schools impacted 
negatively on the financial position, leading to inadequate resources for both teachers 
and children. This situation was not helped by the political strife that ravaged the 
country in the 1970s and 80s. With the remarkable levels of mismanagement and lack 
of effective monitoring and surveillance systems, the entire education system collapsed 
(Aguti and Fraser, 2005). The period between 1976 and 1986 was a decade of 
destruction of both physical and institutional infrastructures, a dark age of political, 
economic and moral degeneration that greatly impacted all sectors of Uganda’s 
economy (Kaahwa, 2005). 

3.6  Major policy reforms in Uganda’s teaching profession 
Throughout the colonial period and post-independence times, there is evidence that 
attempts were made to improve the image of the teaching profession in Uganda. 
However, most of the reforms seem to have been undertaken in the form of 
commissions of inquiry or education sector performance reviews, and little effort was 
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made in the area of professional improvement programmes for teachers themselves. 
This section highlights a few of the major policy reforms and commissions that were 
undertaken with regard to Uganda’s education sector in oder to reflect on the education 
policy agenda in relation to the position of the teaching profession. 

The Phelps-Stokes Commission 1924 
The  Phelps- Stokes Commission set up by the trustees of the Phelps Stokes Fund 
USA, was established with two main objectives: 

 To find out what and how educational work was being done for Africans in East 
Africa, and to establish the education needs of the people with reference to 
religion, social hygiene and economic conditions;  

 To ascertain how these needs were being met, and to make suggestions as to how 
they might best be met (Ssekamwa, 1997; Kaahwa, 2005).  

 
This commission resulted in the governement of the day taking intererst in education 
and the subsequent creation of a department of education in 1925. The commission’s 
report also helped set out conditions for the establishment of schools and colleges 
(Ssekamwa, 1997; Kaahwa, 2005) and following this, a teacher training college for 
indigeneous Africans (Makerere College) was established as a strategy for expanding 
education and development of human capacity. 

The Education Ordinance (1927) 
This bill was introduced into the legislative council in December 1927. It provided for 
the development and regulation of education under government. Although the 
government did not own the schools, the ordinance enabled government to it direct the 
schools to fulfil certain requirements as well as set standards for teacher recruitment. 
According to Ssekamwa (2001), the ordinance resulted in several improvements in the 
standards of education in that schools that did not meet the set standards were closed. 
More time was allocated for teacher training, and only teachers who passed exams 
were registered. Teachers who were reported for repeated misconduct were 
deregistered. Provincial and district boards presided over by administrative officers 
were set up to supervise schools.   
 Following this was the Education Ordinance 1942, which spelt out rules on how 
schools were to be managed. As Ssekamwa (2001) points out, this ordinance enhanced 
further cooperation between the school boards and government in managing schools 
and their teachers. 

The Binns Commision (1951) and the Benard de Bunsen Commision (1953) 
The Binns Commission made recommendations that were adopted by the Bunsen 
Commission (De Bunsen commission, 1953). These commissions were set up to 
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prepare Uganda’s education system for the man-power needed for development, at a 
time when the country was being prepared for independence.  
 Although little is known on what was implemented in the area of enhancing teacher 
practices, the Bunsen Commission recommended: 

 Establishment of a unified teaching service to which all qualified teachers were to 
belong;  

 Employment of all teachers in grant aided schools by the local education authority 
under a standard contract of service;  

 Permission for voluntary agencies to impose special additional terms of service in 
order to maintain the highest possible moral standards within the teaching 
profession;  

 All appointments and dismissals of teachers to be made by the local education 
authority, after consultation with the Boards of Governors of the school concerned; 

 Reduction in the number of teacher training colleges; 

 Improvement of the teachers’ conditions of service. 

The Castle Commission (1963) 
The Castle Commision like the Binns study group and the Bunsen Commission 
recommended a reduction in the  number of teacher training colleges and raising the 
entry qualifications in order to uplift the standards of teacher training. The Castle 
Commission was the main guide for uganda’s education system fron 1963 until 1992, 
when the GoU White Paper on Education was enacted (Castle, 1963; Ssekamwa, 
1997). 

Reflections on key issues from the education sector commissions 
Several policy documents guided Uganda’s education system as we have seen above. 
However, they did not go without criticism. First, in the early years of the education 
ordinances, the penal clauses formulated  were criticised by the missionaries who felt 
that cooperation rather than fear of a penalty would make the law more workable and 
acceptable (Ssekamwa and Lugumba, 2001). Interestingly,  this criticism was 
forwarded not withstanding the fact that the missionaries had themselves used the 
authoritarian style of threatening and punishing teachers who went against Christian 
values. 
 Another criticism is that even if these laws were drafted, the management and 
supervisory role of the schools remained largely in the hands of the missionaries due to 
inadequate goverment funding and manpower. Moreover, Ssekamwa argues that the 
government had less knowledge than the missionaries on the newly formulated policies 
regarding education. Meanwhile, the voluntary agencies (missionaries and other 
founding bodies), having had decades of experience, formulated better strategies for 
running their schools. This in part points to weaknesses within the government’s 
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regulatory mechanisms, but in part raises an issue as to whether the government was 
prepared well enough before claiming control of schools. Sekamwa (2000) points out 
that inspection of schools, to which the laws attached so much weight, was inadequate, 
thus, granting laxity to the teachers because neither the strong arm of the missionaries 
nor the government were pressing upon them. This lack of adequate strategies for 
policy implementation by government seems to have spilled over into the enactment of 
recent education policies like Universal Primary Education (UPE). Current debates on 
the failures with UPE policy tend to point to the manner in which it was embraced 
without adequate preparation by government (UWEZO, 2013). 
 Finally, Tiberondwa (1975) asserts that the policies mainly spelt out how schools 
were to be managed by creating more hierarchies and providing guidance on how 
funds were to be allocated for education, but were less sensitive on issues to do with 
stimulating the professionalism of teachers. Whether the policy formulators felt that 
teachers would remain loyal subjects of policy, as they had been under missionary rule, 
or did not see the necessity of including key strategies to enhance the motivations and 
interests of the teachers, is another issue. Moreover, the Castle Commission remained a 
key education policy guide for decades, implying that little was done to revive 
education especially during the years of turmoil. In conclusion therefore, while policies 
may have provided suggestions for improving the education system as a whole, they 
actually had little impact on guiding teachers in their daily practices. 

3.7  The early years of recovery (1987-1992) 
The teaching profession was heavily affected by the social conditions and breakdown 
of the economy in the 1970s and early 1980s. Many teachers fled the country,  leading 
to a drastic decline in the number of trained teachers (Tiberondwa, 1975). The 
government effort to reverse this trend caused the mushrooming of many colleges with 
no minimum quality standards to produce an effective teacher. This greatly impacted 
on professionalism because, firstly, the quality of recruits to the colleges was 
questionnable, and secondly, there were not enough tutors in the training institutions 
(Akullu, 1991). Teacher recruitment mostly served to increase the quantity of teachers, 
rather than raise their quality and this further compromised the quality of teacher 
training and professionalism (Tiberondwa, 1977; Akullu, 1991; Kaahwa, 2005; 
Muwagga and Genza, 2011). 
 Reforms since 1986 under the governance of President Museveni brought new 
transformations in the education sector. An Education Policy Review Commission 
(EPRC) was set up in 1987 to appraise the entire system of education in the country 
and recommend measures and strategies for improvement. The EPRC led to the 
Government of Uganda (GoU) White Paper on Education (WPE)  of 1992, which was 
designed as a supreme tool for formulating the education sector reforms. The WPE 
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remains a major tool in guiding most education policy programmes and managment 
and it is complemented by other guidelines set out under the Education Policy Strategic 
Plan of 2004 and international conventions on education, particularly the MDGs and 
Education For All (EFA) goals (Ministry of Planning and Economic Development 
(MoPED, 2008); Ngobi, Otala, Maani and Bakaira, 2009; Ministry of Education and 
Sports (MoES, 2013). 
 Emphasis in these reforms was largely on general recovery and rehabilitation of 
educational facilities and manpower, to restore the functional capacity of educational 
institutions (Murphy, 2005). Additional measures were undertaken to raise the number 
of trained teachers to ensure quality education in schools. Subsequently, the 
government succeeded in restructuring primary teacher education and in increasing the 
number of teachers trained, retained or upgraded. This was implemented as part of the 
wider education sector reform agenda under the Primary Education Teacher 
Development Project (PETDP). 
 In 1992, a massive recruitment and deployment campaign was launched to increase 
the number of teachers. By October 2000, a total of 25,624 primary school teachers 
had been trained and recruited in the teaching service (Aguti and Fraser, 2005), and by 
2006 about 145,000 teachers were employed in Uganda’s primary schools. However, 
teacher recruitment in itself has not improved the level of professionalism due to 
immense challenges (World Bank, 2007b; MoES, 2013) that will be discussed in detail 
in chapter five. 

3.8  Government programmes to enhance professional development of 
 teachers 

Currently Uganda has three levels of teacher education: Grade 3, Grade 5 and Graduate 
teacher training. The majority of primary school teachers in Uganda are teachers with 
Grade 3 teachers’ certificates (Aguti and Fraser, 2005; MoES, 2011; MoES, 2013). 
Grade 3 teachers are trained by the Primary Teachers Colleges (PTCs). The minimum 
entry requirement is an O-Level Certificate with 6 passes including Mathematics, 
English Language, and at least two Science subjects (MoES, 2011; Kagoda, 2013). 
Besides these established entry requirements to PTCs and their teacher training, 
teachers in all grades are supposed to attend in-service and refresher courses after pre-
service training (Akullu, 1991). Government has implemented several programmes that 
are run on distance education and open learning methodologies to enhance teachers’ 
professional development (MoES, 2011; Aguti and Fraser, 2005).  
 Three initial pilot projects were implemented under the (PETDP) in the Mubende, 
Rakia and the Northern Ugandan districts, and these were then framed into a national 
programme for the Teacher Development and Management System (TDMS) by the 
former Institute for Teacher Education Kyambogo (ITEK) (Aguti and Fraser, 2005). 
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remains a major tool in guiding most education policy programmes and managment 
and it is complemented by other guidelines set out under the Education Policy Strategic 
Plan of 2004 and international conventions on education, particularly the MDGs and 
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Rakia and the Northern Ugandan districts, and these were then framed into a national 
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The overall aim of the TDMS was to improve teaching and learning in primary schools 
by developing a teacher education system that integrates pre-service and in-service 
training for untrained teachers, head teacher’s management training, and the outreach 
tutor training programme (Odaet and Higwira, 1994; Aguti and Fraser, 2005). 
Although these projects did not meet the demand of training all teachers, it laid a 
foundation upon which teacher education reforms could be based. 
 In addition to the government programmes mentioned above, various universities 
provide upgrading opportunities for primary school teachers through distance 
education programmes. For example Makerere University, through its external degree 
programme, offers a Bachelor of Education (BED) and admits both primary and 
secondary school teachers; Kyambogo University offers a Diploma in Primary 
Education External (DPEE); and Mukono University and Uganda Martyrs University 
offer a Bachelor of Education (BED) and a Diploma in Education programmes 
respectively.  
 However, the feasibility of distance education for the upgrading of teachers’ 
qualifications has been questioned (Aguti and Fraser, 2005; Kaahwa, 2005). The major 
concern has been whether upgrading for teachers is bridging the skills gap required by 
teachers to deal with contemporary professional dilemmas. The concern expressed by 
most scholars is that distance education programmes fall short of providing the 
necessary support and subject specific development that characterise the changing 
needs of education (Nkwanga, 1992; Aguti and Fraser, 2005; Kaahwa, 2005). It is also 
pointed out that little is known in terms of how teachers working in different school 
contexts adopt and adapt the knowledge and skills they acquire through formal 
training, to address the particular learning needs of the young people in their actual 
schools. 
 In recent years, the number of trained teachers has been increased in Uganda. 
However, teacher training institutions are still not producing enough teachers to meet 
the growing demand in schools Education Sector Review Report (MoES, 2013). This 
is attributed to high failure rates by those who enroll for Grade 3 teacher training 
certificate and to high dropout rates. A report on Continuing Professional Development 
in Africa indicates that the number of pre-service teachers entering the teaching 
profession in Uganda is smaller than the number of teachers leaving the profession, 
partly due to the negative public perception of the teaching profession (Murphy, 2005; 
MoES, 2011). As a result, there are a lot more teachers who are recruited in the 
teaching force without any training to fill this gap (Aguti and Fraser, 2005; Kagoda, 
2013). 
 This discrepancy still exists and in addition a considerable number of qualified 
teachers in Uganda are not deployed in public schools because government cannot 
meet an increase in the wage bill (World Bank, 2007b). Therefore, the recruitment of 
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unqualified teachers could in part be interpreted as a deliberate move to reduce 
government spending. This raises concerns among qualified teachers who believe that 
the status of teachers is diminished in the eyes of the public by the employment of 
unqualified people who are also called teachers (Gaynor, 1998, cited in World Bank, 
2007b). Evans and Odaet (2000) contend that the general decline in the teaching and 
learning environment has led to a point of deprofessionalisation of the teaching 
profession. This view is echoed by Munene (2009) who blames government for failing 
to respond effectively to the demand to improve the terms and conditions of service for 
teachers. The concern is that little has been done since the introduction of UPE to 
create positive improvements that can enhance teacher motivation. Overall, it can be 
argued that the education sector policy reforms have not yet succeeded in creating a 
genuine transformation in the quality of teachers or in the status of the teaching 
profession. 

3.9  Concluding reflections  
With knowledge of this history, it can be appreciated that the administration of 
education by the missionaries played a significant role in enhancing professionalism 
amongst teachers. Nonetheless, this was built around external rules of adherence to 
Church precepts. Whereas it may have been counted as a success during that historical 
period, indoctrinating teachers so as to create a local force of loyalists who would 
collaborate in helping to spread Christianity could not hold in a system of secular 
education. With the growing diversity and plurality in ideologies and social values that 
characterises contemporary professional practices, there is increasing demand amongst 
professionals for better forms of deliberation and negotiation. Meaningful forms of 
engagement are also required as a mechanism for sustaining respect for diversity of 
views and enhancing individual autonomy (Kunneman, 2005).  
 This chapter has shown that the actions of Ugandan teachers in the past were 
largely dominated by missionary powers. The secularisation of education after 
independence created freedom to teachers who had for long kept in low profile 
positions to explore other possibilities. Whereas this could have been perceived as a 
welcome move, the new approach to education policy also failed to provide teachers 
with autonomy to question or challenge external rules even though they could have 
experienced their limitations. Kunneman (2005) criticises the centrality of adhering to 
external standards, be they Christian values or other codes of conduct, for failing to 
lead to independent judgement. In a similar way, Banks (2009) argues that external 
rules are inadequate since they fall short of stimulating other aspects of professional 
practice such as motivations, qualities of character and moral perceptions and suggests 
that it is only when professionals are granted opportunity to reflect systematically on 
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ethical issues in their practices that they can make choices that enhance the quality of 
their professional work.  
 Based on the historical trajectories as expounded in this chapter and the theories set 
out in chapter two, questions can be raised as to whether education in general and 
policy reforms in particular provided opportunities for teachers in Uganda to exercise 
meaningful professionalism. There is clear indication that the government has done 
little to empower teachers to act as autonomous agents who are responsible for 
regulating their profession. Instead top-down rule-driven strategies take centre stage. 
Without ignoring the necessity of applying external regulatory mechanisms in dealing 
with specific professional problems (Banks, 2009; Campbell, 2003; Jarvis, 1997; 
Kunneman, 2005), there is reason to argue that the rules, however promising, need to 
be internalised and consciously supported if they are to remain relevant.  
 Considered in tandem, the theory chapter and this brief history provide insights on 
the current state of professional integrity of teachers which will be further elaborated in 
chapter five. Prior to this, the next chapter presents the methods, strategies and tools 
that were employed for conducting the related research activities in the field. 
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Chapter 4: Methodology 

This chapter provides a description and necessary justification for the strategies and 
approaches employed in this study. It also explains the suitability of the exploratory 
design and the action research approach that were employed. The chapter as well 
elaborates the research processes at the different phases of data collection and during 
the collective learning processes. It gives an overview of the schools that participated 
in the study, but with focus on Nakasero Primary School where the largest part of the 
study was undertaken. The chapter concludes with reflections on the validity and 
reliability of data, as well as the major challenges during the research. 

4.1 The study approach  
A qualitative exploratory study was undertaken because it seemed to be well suited for 
this study, which sought to establish subjective meanings to the everyday knowledge, 
experience and practices of teachers in the school environment (Flick, 2009). 
Exploratory designs are suitable to find out how people get along in the setting under 
question, what meaning people give to their actions, and what issues concern them 
(Creswell, 2012). The interpretive paradigm employed in this study focused on what 
the teachers think regarding the question of professional integrity in the teaching 
profession. This implies that the meaning-making process is largely reconstructed from 
the interpretations of the teachers themselves with minimal degree of subjection to the 
researcher’s personal interpretations and observations (Creswell, 2012). This 
exploratory study incorporated an action research approach, a practical design which 
was not only descriptive but also concerned with how integrity could be strengthened 
by starting from the teacher’s point of view. 

Action research 
Action research is understood as the application of systematic procedures to gather 
information about a practical problem in a social situation with the intention of 
improving the quality of action within it (Boog, Preece, Slagter and Zeelen, 2008; Van 
Strien, 2007). An action research approach was found to be suitable for this study 
because it could align well with the theories of reflective and discretionary practice 
(Banks, 2009; Jarvis, 2006), normative professionalism (Kunneman, 2005), and my 
own theorising on professional institutional engagement. The epistemological 
foundations of action research advocate using this approach in studies that focus on 
real life problems, seek diversity of experiences, are context bound, and studies that 
aspire for strong democratic engagement (Boog, et al., 2008; Bodorkos and Pataki, 
2009). Creswell (2012) emphasises that when teachers are involved in the research 
themselves, they come to know much more about the issues that affect them, and are 
able to address these issues much better than before they did the research. Using an 
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action research approach is also suitable, given the sensitivity of the issue of lack of 
professionalism and integrity which undermine the values that promote the public good 
in Uganda, and which involve feelings of guilt, loss of public trust and dignity. The 
central focus of the study was to involve the teachers themselves in dialoguing on 
possible ways in which they could bring about improvements in their professional 
practices.  
 Furthermore, the delicate nature of the topic required undertaking systematic steps 
in order to gain deeper understanding and grasp of the meaning behind people’s 
actions. In any case, getting people to participate in research that investigates and 
questions their work ethics can be challenging (Zeichner, 1993). Therefore, it called for 
facilitating and initiating entry into the field of research in a way that the researcher is 
not seen as a threat or where the researcher does not only aim at just gathering 
information but also establishes a collaborative and trustful relationship with the 
participants (Snoeren et al., 2011). As Ferrance (2000) stresses, action research is not 
about learning why certain things are done but rather as an interactive process and 
deliberation on how to do things better. 

Participatory Action Research (PAR) 
The major part of the study was undertaken within the domain of Participatory Action 
Research (PAR). PAR aims at researching with people, not on people, so as to question 
and improve taken-for-granted ways of thinking and acting (Whitehead and McNiff, 
2009). Kenton and Song (2010) indicate that it provides opportunities for practitioners 
to study their own environments in a specific way for purposes of improving some 
aspects of the environment.  
 Scholars have identified a number of reasons why PAR is most preferred for 
teachers. Ferrance (2000) indicates that it is a tool for capacity building and teacher 
professional development. In a similar way, Kauchak and Eggen (2011) stress that 
action research enhances collective learning in which teachers attain new skills within 
the school setting that may not necessarily be gained from the formal schooling system. 
Kenton and Song (2010) add another perspective by indicating that action research 
improves collegial relations when teachers engage with one another through open 
communication and confrontation. Accordingly, action research provides opportunities 
for self-evaluation when teachers engage in creating knowledge based on the actual 
issues in the school. Kenton and Song (2010) elaborate that PAR enables teachers to 
learn about themselves, the students they teach, and how to work better with the pupils, 
the parents, administration and colleagues. Subsequently, they become more confident 
with their work because they develop a better understanding of the field, of the self, 
and of the students (Levin and Rock, 2003, cited in Kenton and Song, 2010).  
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 As commended by Hyland (2009), this strategy would facilitate a process that could 
enable teachers to respond to a challenging situation identified by the findings of this 
study, such as poor communication, fear, mistrust and hatred that had engulfed 
teachers at the school. Sharing knowledge and experiences during the study would 
motivate the teachers who were initially silent and disgruntled to reflect on their own 
practices and engage in discussions to find means for action by participating in 
research (Kenton and Song, 2010). A collaborative learning process would enable 
teachers to appreciate the value of working together in searching for solutions to 
everyday problems. Thus, the intervention process in the present study aimed at 
inspiring teachers to collectively work towards creating a positive change in attitudes, 
enhancing commitment to professional and personal development, openness and 
improving collaboration (Essawi, Abu-Hussein and Fadila, 2013). Kibwika (2006) 
points out that the knowledge creation process can be shaped through exposure to new 
practices and sharing experiences on what individuals consider being best practices in 
their work.  
 Considering the cyclic nature of action research, the study was implemented in 
three major phases. This is what Stringer (1999) refers to as, “Look, Think and Act”. 
The ‘look’ aspect starts with creating a comfortable space in a comfortable 
environment where the research participants have a voice to express themselves 
without being judged by others. The ‘think’ phase is where participants are asked to 
reflect on the emerging issues, engage in meaningful discussions and dialogue through 
which they create collaborative understanding. The ‘act’ phase involves a process of 
critical reflection and learning, whereby knowledge is transmitted into action 
undertaken within the context of the organisation’s structures. 
 Employing PAR implied that the teachers at Nakasero Primary School became 
central participants in the research process in order to generate systematic data that 
come from their experiences. It also guided the focus of the innovation for improving 
the professional practices in line with their lived work and life (Bray, Lee and York, 
2000). Engaging in a cyclical spiraling process of continuous dialogue, researching and 
co-learning, entailed that this study did not follow a standard approach geared to 
obtaining and analysing data but it was rather based upon a commitment to work with 
teachers as partners in the research process (McIntyre, 2008, cited in Hennink, Hutter 
and Bailey, 2011). For instance, feedback meetings and workshops, where interaction 
takes place between the participants and the researcher, were part of the strategies that 
were employed. 
 Before I address the key steps and approaches that were employed in this study, I 
explain briefly how the research was organised and the roles that different categories of 
people played. One of the key aspects is that I worked with other people who formed 
part of the research team. For instance, I engaged two research assistants, at the initial 
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people played. One of the key aspects is that I worked with other people who formed 
part of the research team. For instance, I engaged two research assistants, at the initial 
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stages of data collection. They helped contact participants, distributed questionnaires to 
them, accompanied me to the field to ensure that the gadgets were functional during 
data collection, gave a hand in transcribing data to ensure timely information for the 
workshop, and were involved in organising the validation workshop. Besides these, 
there was another category of participants whose role was more critical, especially in 
regard to their ability to give independent and objective judgement about the research. 

The feedback team 
The feedback team comprised of a critical group of people selected from different 
backgrounds. Each member in this group was assumed to be knowledgeable and with 
relevant experience in some way. The initial team comprised of a representative from 
the teachers’ union (UNATU) and another from the Coalition of Private Schools 
Teachers’ Association (COUPSTA). We also benefited from the participation of one 
parent, and my academic colleague who was assumed to have a better experience of 
research, and thus would serve well as ‘devil’s agent’. Seven teachers of Nakasero 
Primary School and one tutor of Ggaba PTC were also part of the team. Of course, 
there were considerable inconsistencies in attendance at meetings, implying some 
people never played an active role to the end, perhaps due to other commitments. I 
gained much from the advice and suggestions provided by my colleague Jimmy, the 
research assistant and the chairperson of the research team. I formally and informally 
consulted them on what aspects of the research needed more depth. 

4.2  The research strategy 
The diagram below summarises the research strategy based on Stringer’s ideas. In this 
study, the orientation phase can be equated to the ‘look’ phase, when the researcher 
gets acquainted with the field and taps into prior knowledge of the problem under 
study. In this research, the situations were explored to get multiple perspectives 
through observation, in depth interviews and focus group discussions. The second 
phase turned towards practice and involved engaging in discussions with the teachers 
at the school level. It was a meaning-making phase in that critical questions were 
asked, dilemmas were framed and different insights were offered, including 
suggestions on possible interventions. The third phase entailed working jointly with the 
teachers through collective learning processes. This facilitated the process of 
empowering the teachers to study themselves (Creswell, 2012), thus turning them into 
co-researchers and later, joint workers on developing an educational module that shares 
experiences on practical ways in which teachers may execute their work. 
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Orientation and preparation 
The orientation phase involved five institutions in order to gain a better understanding 
of the context in which teachers work, as is reported in chapter five. Data were 
collected from a cross-section of education stakeholders rather than the teachers alone. 
The purpose of obtaining broader insights during the orientation study was to 
understand the real dynamics about the practices of the teachers in schools under 
different economic and social conditions (Creswell, 2012). Bearing in mind that 
professionalism and integrity, due to the increasing challenges, have become concerns 
of contemporary professional practice (Banks, 2005), the first phase aimed at 
establishing the perceptions and opinions of different people about the state of the 
teaching profession in Uganda. This would lead to a better understanding of the actions 
of teachers in real life situations, including their reasoning and motivations for their 
practices. But first, employing action research required that certain processes and 
procedures for identifying the issues were observed (Snoeren et al., 2011). Wicks and 
Reason (2009) point out that the success or failure of an action research venture often 
depends on what happens at the beginning of the study process: in the way access is 
established, and how participants and co-researchers are engaged early on. Thus, the 
question of gaining access to the participants was crucial. 

Establishing contacts 
Flick (2009) points out that finding access to the field and securing collaboration of 
persons that are of particular interest deserves special attention. The orientation phase 
involved choosing where to conduct the research, which groups of individuals to 
involve, which schools, what the schools represent, and justifying why they were 
selected (Hennink et al., 2011). Bechofer and Peterson (2000) indicate that identifying 
the fields where to conduct research requires that one looks for a site where the 
phenomena under study are particularly salient. Thus, the orientation phase involved 
conducting familiarising visits to the field between September 2011 and January 2012, 
to identify schools and establish contact with key authorities. Head teachers of the 
selected schools and the education officers in Kampala and Manafwa districts were 
visited. 
 Entering the schools required fulfilling certain procedures and negotiating 
protocols. The initial oversight was a failure to recognise the importance of seeking 
permission from the district education authorities before gaining access to the schools. 
Nevertheless, a reminder by one Head teacher to seek formal permission from the 
district authority awakened my consciousness. Although it might have been a lapse on 
my side not to honour protocol, the suggestion signaled an issue of power relations, 
especially in an environment characterised by top-down working hierarchies and 
bureaucracies. The initial conversations with the authorities involved introducing the 
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idea to them, explaining the intentions of the research and the plans for execution. This 
step was necessary to prepare the ground, harmonise the working relationship and 
build trust with them. 

The schools  
The participating institutions – Nakasero and Kabojja Primary Schools (urban) and 
Bunyinza and St Edwards (rural) – were chosen because of familiarity with these 
schools, either as a parent or because of prior experience working with teachers in the 
school during my work at a local Non-Government Organisation. Thus, getting 
relevant gate-keepers for accessing the institutions was assured. St. John Bosco 
Primary Teachers’ College (PTC) Nyondo was chosen because it is government owned 
and because of the contact with a tutor at this college. Participants at a PTC were 
considered for this study in order to find out which processes were undertaken to 
prepare trainees for work and life, and to seek views on what aspects of 
professionalism were emphasised in their curriculum. Finding out about what takes 
place at PTCs was motivated by literature (Nakabugo, Bisaso and Masembe, 2010; 
Kasente, 2010) that points to the gaps in teacher training programmes in Uganda. 

Participant categories 
The orientation phase recognised the importance of neutrality of information by 
selecting participants with different backgrounds to ensure that the results presented 
reflect multiple perspectives and give maximum variation (Krueger, 1998). These 
included current teachers, retired teachers, tutors, teacher trainees, pupils and key 
education stakeholders like religious and local leaders, a retired principal, a District 
Education Officer, an education consultant and a retired university professor of 
education. The diversities within the different participant categories implied that even 
when individuals were interviewed from a particular location, they shared knowledge 
on experiences elsewhere. It was considered that both sexes participate, even though 
there was no intention to ascertain whether male and female participants had different 
perceptions of the teaching profession. 
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Table 1 Participant categories 

 

Data collection 
Data collection in the orientation phase involved a mix of questionnaires, interviews, 
focus group discussions (FGDs) and observation in order to triangulate and get a better 
picture of people’s perceptions, attitudes and opinions on the teaching profession in 
Uganda. Hennink and others contend that mixing methods is often done to provide data 
from different perspectives on the research problem (Hennink et al., 2011). Data 
generated through these methods would facilitate an inventory of key problems, 

 Participant category Number and Method used  Location 
Key persons: 
1. University professor 
2. Education consultant 
3. Education officers 
4. Religious leader 
5. Retired principle 
6. Retired teachers (2) 
7. Local leader 

 
Interviews (8) 

 
1. Urban 
2. Urban  
3. Rural   
4. Rural 
5. Rural 
6. Rural  
7. Rural 

Teachers: 
Nakasero primary school 
  
 
Kabojja Junior school 
 
Bunyinza primary school 
 
St Edward primary school 

 
Interviews (13) 
Questionnaire (18) 
Group discussions (29) 
Questionnaire (5) 
Interviews (1) 
Questionnaire (4) 
FGD (5)  
Questionnaire (3) 

 
Urban 
 
 
 Urban 
         
 Rural 
 
 Rural 

Tutors:  
St John Bosco Nyondo PTC 
Ggaba PTC 

 
FGD (6) 
Interview (1) 

 
Rural 
Urban 

Teacher trainees 
St John Bosco Nyondo PTC 
 

 
 FGD1 (9) 
 FGD2 (8) 

       
 Rural 
 

Pupils:  
 Nakasero Primary School 
 
 Kabojja Junior School 
Bunyinza Primary School 
St Edwards 

 
Questionnaire (28) 
FGD1 (7) 
FGD2 (8) 
 Questionnaire (21) 
Questionnaire (18) 
Questionnaire (16) 

 
Urban 
 
Urban 
 
Rural 
Rural 

Others: 
Parents 
 
MoES official 

 
Interview (3) 
Interview (2) 
Interview (1) 

 
Rural 
Urban 
Urban 
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contradictions and dilemmas. The knowledge generated could then be used in 
subsequent interviews and group discussions so as to gain deeper insights into the 
social reality and expose underlying structural issues that influence certain practices. 
As Creswell (2012) observes, people would express the will and courage to suggest 
possible strategies for improving professional integrity after getting a clear 
understanding of the nature of the problems. Thus, after consultation with the key 
authorities and agreeing that the integrity of teachers was an issue, we started the 
process of data collection. 

Questionnaires 
The aim of using the questionnaires at the orientation phase was to build a picture that 
would help the teachers understand the issues they were experiencing (Creswell, 2012). 
Semi-structured open questionnaires to be completed by 60 teachers and 60 pupils in 
each of the four primary schools were designed. 
 Different strategies were employed for identifying the respondents. At Nakasero 
Primary School, the Head teacher, who in a way acted as a gate-keeper, presided over 
the selection of respondents. With no formal relationships with other teachers in the 
school, the questionnaires were given to him and simply collected the following day. 
At Kabojja Junior School efforts to meet with the Head teacher after the initial talks 
were not successful. But because I was a parent in the school for a period of time, one 
teacher was approached, who, with the consent of another teacher, distributed the 
questionnaires to the pupils of one stream of Primary 6. He also identified teachers 
who filled in the questionnaires. The selection criteria suggested to him was teachers 
with different levels of experience. The majority of the children returned the filled in 
questionnaires the following day. However, the nature of a private school provided 
little room for direct interface with the teachers and pupils at Kabojja Junior School. 
 The Head teachers of the rural schools were contacted by the research assistant. 
This was facilitated through the initial networks while working at an NGO, as 
mentioned earlier. They in turn identified teachers and pupils to complete the 
questionnaires. However, information from the research assistant was that the 
respondents preferred that I personally distributed the questionnaires and they 
demanded to be compensated for their time. Others were uncooperative because they 
thought that the data were going to be used to secure donor funding. This could have 
been influenced by the assistant’s identity and background, having worked with the 
same communities on implementing donor-funded projects. Moreover, I was not in the 
field to ascertain how he positioned himself to the participants. As Hennink (2011) and 
others observe, people in the study population may have interpreted an assistant not as 
a researcher but in a different way. 

Table 1: Participant categories
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 Out of the 240 questionnaires that were sent out, 116 were returned. Data collected 
provided an inventory on what sort of issues needed attention from the perspective of 
both teachers and learners. These were used to refine the interview guides that were 
used at the later stages in the study. Creswell (2012) emphasises that questionnaires are 
useful in qualitative studies because they help in tapping prior insights on a range of 
issues before a transition is made to the next level of data collection. Questionnaires 
also guided the next strategy for entering schools and selecting participants for the 
second phase. After realising the influence that the school administrators had in 
choosing the respondents, a selection criterion was adopted to avoid biases. I also 
realised the necessity to personally interview the teachers because of the sensitive 
nature of the topic.  
 Two retired teachers, who served in different capacities in the teaching profession 
from the 1940s until retirement in the 1990s, were interviewed in January 2012 (see 
participant categories in Table 1). Information collected at the orientation phase was 
useful in informing and guiding the review of literature, re-formulating the research 
questions and for guiding further developments on the theory. Thus, in combination 
with the pre-existing ideas from literature, the initial interface with the field helped in 
checking the fitness and coherence of concepts in order to minimise overreliance on 
conceptualising the research questions through literature from the onset of the project. 
 The pilot study provided a clear idea of which schools to visit and which type of 
people needed to be interviewed. At the time of venturing into in-depth data collection, 
the actual selection of participants for in-depth interviews and focus group discussions 
took different forms. For instance, key persons were purposively sampled because they 
were assumed to either have rich information on the subject under investigation, 
experience, or a special role in society. Contacts were established through formal and 
informal networks with people familiar to them. The tutors and teacher trainees at St. 
John Bosco Nyondo PTC were purposively selected with the expectation that they had 
something unique and insightful to contribute to the issue of professional integrity of 
teachers. While at college, just like at Bunyinza Primary School, the selection of 
individual tutors and trainees was based on convenience (Flick, 2009) in that 
individuals who were available at the time of the interview were requested to 
participate. The tutor at Ggaba PTC volunteered after the principal provided a platform 
to talk to the staff during lunch break in the staffroom. 

Observation: Nakasero Primary School 
A request was forwarded to the Head teacher to attend their beginning of term meeting 
on 31 August 2012. He introduced me to the staff as a ‘researcher’ from Uganda 
Martyrs University. The reservation to reveal my researcher status at the onset was 
because I thought that this would either bias or raise the expectations of the teachers. 
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The meeting was another process of extending communicative space (Snoeren et al., 
2011) with the teachers because, not only did I observe, listen and learn about certain 
things in the school, I was later given an opportunity for self-introduction and to brief 
teachers about the idea of doing research with them. Although the intention was to 
make clarifications so as to enlist free participation, the meeting was characterised by 
fear, tension and timidity, as will be elaborated later.  
 After learning about the school programmes, I developed interest to understand 
more about school activities and how teachers and learners were ushered into the 
school events. I was at the school on 3 September 2012, the first day of opening third 
term. This was followed by two weeks of occasional short visits to get acquainted with 
the school system and to gain acceptance in the community. The focus of the 
interactions was to understand the context in which teachers work, their relationships, 
interactions and the day-to-day practices. The frequent visits implied that I overtly and 
covertly became a participant in the lives of the participants. Walking around the 
school, attending staff meetings and sports events were opportunities to watch what 
happens and listen to what people say. The Head teacher, who seemed to be impressed 
with the research, briefed me on issues that concern the education system and the 
teachers in Uganda. Through occasional interactions, he revealed that his rich 
knowledge and experience of issues was partly due to the influential position he held as 
the chairperson of Primary School Head Teachers in the country. 
 The field notes that were taken during observations were later on used to cross-
check the information from interviews specifically in regard to certain aspects of what 
the teachers said they did, and what they actually do (Schön, 1987). For instance, 
although it was not the interest of this research to observe the teaching and learning 
processes, the continued interface with the school community provided opportunities to 
observe classroom activities. Consequently, it enabled raising questions on certain 
practices with the teachers during the third phase of peer learning. 
 The first meeting portrayed signs of tense interactions between the teachers and the 
school administrators. Although the inactiveness could have been partly due to 
suspicious feelings about having a stranger in their midst, the question raised in later 
discussions on interpersonal relationships revealed that the teachers were constrained 
by a wide range of issues in the school, such as divisions, mistrust, intimidation and 
fear. Hence, they indicated that enhancing open communication and dialogue were 
extremely necessary for improving upon their practices. In essence, I was able, through 
observation, to directly experience activities in their natural setting and to get a feel of 
the events, the people, their interactions and the physical aspects of the situation (Flick, 
2009). 
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The meeting was another process of extending communicative space (Snoeren et al., 
2011) with the teachers because, not only did I observe, listen and learn about certain 
things in the school, I was later given an opportunity for self-introduction and to brief 
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Data collection: in-depth interviews 
The first in-depth interviews were conducted between September and October 2012, 
starting with 13 teachers at Nakasero Primary School. The criterion for selecting the 
teachers had been developed during the informal visits to the school between 3 and 13 
September. The initial target was to interview ten people, namely, the Head teacher and 
his deputy, two teachers at lower primary, two teachers at upper primary, the youngest 
teacher by age, the oldest teacher by age, and the youngest serving and oldest serving 
teachers at the school. Three teachers had expressed interest to participate in the 
research after the first meeting, thus it was an opportunity to include them. Although 
the initial intention was to interview the two deputies at the school, one of them 
declined. 
 After compiling the list with the help of the Deputy Head teacher, a brief meeting 
was held with the selected teachers to brief them about how they were chosen to 
participate in the research. They received further explanation on the nature and 
motivation of the research so that they could knowledgeably make up their mind either 
to participate or not. Assuring voluntary participation in the study was grounded in the 
belief that participants views and decisions should be respected (Flick, 2009). After 
getting their consent, a programme was drawn up according to when and where each of 
them wished the interview to take place. Most of the interviews were conducted at 
school, either in the classroom or staffroom, in the evenings after official closure of the 
school. Others were conducted at agreed upon places that were convenient to the 
participants. 
 Topical guides with important questions were written down in advance to guide the 
interview process. However, interviews with a couple of the teachers indicated feelings 
of uneasiness. It appeared that the teachers were reserved and sensitive about what 
information to share in response to particular questions. Moreover, they preferred 
speaking about events in the third person or what happens in other schools, rather than 
talk about their personal experiences. It became clear that the idea of relying on an 
interview guide would be better dropped. Therefore, the subsequent interviews 
involved giving a brief introduction and explanation about the research, and then 
posing a broader question depending on who was being interviewed at the time: Why 
do you think teachers behave the way they do? Or, what inspired you to join teaching? 
Or, what trends are taking place in the conduct of teachers? Eventually, such broad 
questions put the interviewees at ease and allowed them space to make a choice about 
the knowledge they wished to share (Flick, 2009).  
 For other participants, two types of interviews were used, namely, individual in-
depth interviews with key persons, and focus group interviews with teachers and 
students. The sessions normally started with a brief introduction and then the purpose 
of the research and the approach were explained, followed with an occasional chat for 
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creating rapport. A reassurance of confidentiality was made by explaining the reasons 
for making both video and audio recordings and how data were to be treated. Because 
the study mainly centered on perceptions, experiences and opinions, the interviews 
started with very open questions such as: What do you think about the conduct or 
status of teachers in Uganda today? And then interviewees were encouraged to narrate 
stories and experiences in their own understanding.  
 The deep conversations that usually emerged provided opportunities for in-depth 
probing, in order to reflect on issues discussed in earlier interviews or to seek clarity on 
issues that required further explanation. Hennink and others consider probing as a 
process of making inductive inferences throughout data collection until the point of 
saturation where no newer information is found (Hennink et al., 2011). The occasional 
probes and paraphrases fostered interaction between the researcher and the participants 
so that it was not only about asking and responding to questions, but facilitated a 
knowledge-producing conversation and meaning-making partnership (Creswell, 2012). 
 Subsequently, the initial study questions on the issues that impact professional 
integrity at policy, institutional and individual levels were established. This phase 
helped to answer the key research question that was to explore the attitudes and 
perceptions of teachers on the state of professional integrity. We also initiated 
discussions on possible interventions that could be tried out, together with the teachers, 
to improve upon certain practices at the school. Van Strien (2007) describes this 
process as an inductive way of describing, mapping and interpreting of the research 
problem so as to find solutions for the problem. 

Data collection: focus group discussions (FGDs) 
Initially, three FDGs were conducted with larger groups of teachers, student teachers 
and tutors at institutions in the rural areas. This method was preferred because it would 
enable collection of a wide range of data from a cross-section of people in a short 
period of time (Krueger, 1998; Creswell, 2012). It would also foster interaction to 
explore the participants’ perceptions and feelings about the teaching profession in a 
group environment. Thus, it facilitated a process of establishing the attitudes of these 
categories of participants on aspects such as level of awareness of teachers’ practices, 
reasoning and judgement on professional dignity issues through open discussion and 
interaction within their own setting. 
 As Morgan (1990) indicates, this enabled observation of group dynamics such as 
non-verbal communication and ability to listen to controversies generated from 
spontaneous responses from participants. Morgan (1990) echoed Levy (1979), who 
states that hearing participants respond to each other, gives insights into their natural 
vocabulary on a topic especially when they are willing to challenge each other. For 
example, when discussing the motivations for joining the teaching profession, students 
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gave contradicting views, and often challenged their colleagues to justify their opinions 
on why they thought the teaching profession was important or not. In the same way, 
the teachers and tutors reacted to each other by complementing and sharing stories on 
personal experience in line with what the other person had expressed. The way they 
responded, either through justification or elaboration of the issues raised, helped to 
achieve a higher level of participant involvement and gain extra information that would 
not have been obtained from questionnaires and interviews (Levy, 1979, cited in 
Morgan, 1990). FGDs were useful in helping people remember information on certain 
incidences which they could not have recalled if they were interviewed individually. 
 English was mostly used during interviews and group discussions with urban 
participants and with the participants from educational institutions because of the 
diversity in the languages spoken. The choice to conduct interviews in Lugisu, the 
local language for the rural participants, was based on the ideas of Hennink et al., 
(2011) who emphasise that this allows the interviewees to express their ideas naturally, 
and to give local meaning and nuances to their experiences and opinions. The fact that 
Lugisu is my first language created a more comfortable atmosphere for both the 
researcher and the interviewees. In any case, it did not require any interpreters both at 
the time of data collection and of transcription. Interestingly, most interviews 
conducted in the local language seemed to be richer and more detailed compared to 
those in English. Another observation at the time of transcribing data was that the rural 
participants were more open and freer to talk about personal experiences and expressed 
more negative opinions about the schooling system than the urban participants. The 
reason could probably have been due to the lamentable conditions of schooling in rural 
areas. Also, I may have been perceived to be a ‘daughter of the soil’, thus part of them. 
 Important to note is that this qualitative study is not statistically representative 
because we aimed at gaining broader insights to the thinking and reasoning of the 
stakeholders on the problem, rather than measure how many or how much of a 
phenomenon occurred (Hennink et al., 2011). Thus data generated from the inventory 
phase of this study do not intend to lead to generalised conclusions. Rather it exposes 
diverse voices from the narratives of different stakeholders and those of teachers about 
practical experiences in the daily encounters of their work (Akyeampong and Lewin, 
2002). The findings in the orientation phase of the study reflected contexts that ranged 
from a vicious cycle of teachers that were not adequately trained right from primary 
schools, to issues related to tutors at PTCs. Meanwhile, the majority of the schools 
showed a combination of several features that were assumed to impact professional 
integrity, as will be elaborated in chapter five.  
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Data validation: the workshop 
The orientation phase ended with a workshop that was held to share the findings of the 
data collected. A group of 35 people attended a workshop on 27 October 2012 to have 
a formal dialogue on the issues identified during data collection. The participating team 
included members of the Uganda National Teachers’ Union (UNATU), a 
representative from the Coalition of Private School Teachers Association (COUPSTA), 
the Commissioner for Education, Kampala Capital City Authority (KCCA), and people 
from academia, teachers of Nakasero and Kabojja Primary Schools, and teachers from 
other schools around Kampala that did not participate in the research. Unfortunately, 
respondents from the rural schools were not invited because of logistical issues.  
 Although most participants were informed of this possibility during interviews, the 
invitation was formalised by sending out letters to all the invitees. I later followed up 
by making individual phone calls to confirm attendance. All the participants were 
purposively selected, so as to validate findings and enrich the discussions with ideas 
from diverse backgrounds. For purposes of enhancing active involvement and 
engagement, two teachers of Nakasero Primary School, William and Ramadhan, 
moderated the workshop. We met briefly two days prior to the workshop to draw up 
the programme and share the summarised report to get them acquainted with the 
preliminary findings. This workshop was the first forum for them to deliberate on 
possible ways to bring about improvements in the teaching profession. 
 After setting the climate through introductions, the findings were presented. The 
plenary session provided opportunities for participants to examine the broad challenges 
faced in the teaching profession. They gave suggestions on what could be included to 
enrich and strengthen the findings. They then divided into five working groups to 
discuss three specific questions: (1) the major dilemmas faced by teachers; (2) the 
strategies for best practices to improve relationships with learners, parents and amongst 
teachers, and (3) possible strategies for interventions at the school level.  
 Teachers reflected on and challenged their own beliefs about the teaching 
profession as they reacted to the group presentations. They were able to identify gaps 
in their practices and shared experiences on the dilemmas encountered. Throughout the 
discussions, the challenges of lack of autonomy and lack of appreciation and 
recognition for the teachers were expressed. It became evident towards the end of the 
workshop that teachers would be proactive in their attempts to develop better ways of 
dealing with the tensions and dynamics. Although the idea of action research seemed to 
be new to the majority of them, nevertheless, they expressed genuine interest in the 
project. Counting on this success, we ushered in the next phase of interaction so as to 
develop new ideas that could eventually lead to joint actions. 
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4.4 Second phase: establishing common ground 
Interacting with people to get their subjective meaning, understanding and reasoning 
from their own perspective (Hennink et al., 2011) requires ample time and logistics. 
Therefore, it became necessary that the unit of analysis was narrowed to a single site 
(Creswell, 2012). Thus, the second and third phases of this study were limited to 
activities that were undertaken jointly with the teachers at Nakasero Primary School. 
The second phase marked an actual movement towards action research. The intention 
was to have the teachers study problems within their own school environment and 
reflect on the issues that emerged as important directions for improving upon their 
practices 
 The reason for choosing Nakasero was that it could be more easily accessible for 
me considering the frequency and collaboration that participatory action research 
would require. Most importantly, I managed to create rapport with the Head teacher 
who affirmed that he was interested in the research. Moreover, interviews and group 
discussions revealed that many teachers also had experiences working in private and 
rural schools. Additionally, the diversities within the population of teachers and 
learners implied that either through social networks and kinship interactions, the 
teachers had a clear understanding of what happens in rural and private schools. 
Moreso, the challenges and dilemmas that teachers face in Uganda appeared to be 
similar across most schools. So I considered it justified not to continue with a larger 
group and diverse schools. Data generated from teachers would also be supplemented 
with data from interviews with experienced persons who had diverse knowledge, 
insights and opinions of all school contexts. 
 Nakasero Primary School is located in the central district of Kampala city. It was 
established in 1938 by the British Protectorate. Originally known as European School, 
it was meant to educate the children of European diplomats. It started with a class of 20 
children in Bugolobi, a suburb in the capital city of Uganda. In 1939, it was moved to 
its present site on Nakasero Hill, an area that is popular for housing affluent people and 
offices. The school opened up opportunities to children of multiple races in 1957, thus 
acquiring the name Nakasero Primary School, Kampala. Her mission is to equip pupils 
with functional knowledge, skills and values needed to live harmoniously in the 
competitive world.  
 Nakasero is a mixed school with classes from primary 1 to primary 7. 
Administrative records indicate that recent pupil enrolment stands at 2,388 (end of 
term 2 report, 2014), with a total of 1,138, boys and 1,250 girls. The school had 55 
teachers, 41 female and 14 male. Out of these, two teachers were not on the 
government payroll and one teacher was fully in charge of the computer laboratory. 
The teacher to pupil ratio stood at 1:92. However, the school administration explained 
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that the number of children fluctuates because some of them drop out and new ones get 
admitted.  
 Due to its background, Nakasero had for long maintained high status as a school for 
the affluent. The administrators assert that the school had assumed a European culture 
until the introduction of Universal Primary Education (UPE) in 1997. For instance, it 
was mandatory for all children and staff to use the English language both in class and 
on the school compound. Other aspects mentioned included engaging children in extra-
curricular activities so as to nurture an all-round learner. Interviews with teachers who 
had worked in this school for a couple of years revealed that admitting children of a 
higher social class helped maintain high levels of performance. They pointed out that 
parents were more concerned about contributing to the development of the institution 
and personal welfare of the teachers. Accordingly, this facilitated trust between parents 
and teachers. As a result, Nakasero Primary School was ranked as the best school in 
the country, both in academic performance and the social welfare of teachers. 
 Narratives of different stakeholders indicate that the introduction of UPE greatly 
compromised the quality of education and the professionalism of teachers in several 
aspects. For instance, with the liberalisation of education, the school opened doors for 
admission of children from poorer social backgrounds, whose parents could not play an 
active role in school activities. It also led to an increase in class sizes. Although the 
number of children did not grow in real terms in comparison with  the old number, the 
government policy on staff downsizing led to scrapping off 67 teacher positions, either 
by transfer or voluntary retirement. Some of these teachers started their own schools 
that were embraced by affluent parents. Therefore, while Nakasero Primary School 
continues to be better placed in terms of academic performance and physical facilities 
as compared to other UPE schools in the country, nevertheless, its status has greatly 
deteriorated. 

Data collection: group discussions 
Three group discussions were conducted with the teachers at Nakesero Primary School 
between November and December 2012. The aim was to deliberate on issues that 
affected teachers at the school level, help them understand and identify the dilemmas 
and provide suggestions as the way forward for improvement. Although the school 
administration in the beginning wished that all teachers participate, I viewed this to 
have implications with regard to voluntary participation (Hennink et al., 2011). 
Therefore, I took responsibility to devise a strategy that would ensure that only 
interested teachers attended. First was to hold discussions with teachers of lower 
school, primary 1-3, then the teachers of the middle school, primary 4 and 5, and lastly, 
the teachers of upper school, primary 6 and 7. In the programme drawn up together 
with the Deputy Head teacher, meetings took place on different days from 3:00 pm 
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that the number of children fluctuates because some of them drop out and new ones get 
admitted.  
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administration in the beginning wished that all teachers participate, I viewed this to 
have implications with regard to voluntary participation (Hennink et al., 2011). 
Therefore, I took responsibility to devise a strategy that would ensure that only 
interested teachers attended. First was to hold discussions with teachers of lower 
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onwards. Except for the lower primary school where 19 out of 21 teachers attended, it 
turned out that only a few teachers of the middle and upper classes attended. Other than 
those who were interviewed, the 29 teachers who attended group discussions 
comprised another category of teachers that participated in the research.  
 The enthusiasm portrayed by the teachers at the discussions was beyond what 
transpired during interviews. As Creswell (2012) points out, the discussions could 
extend beyond talking about problems to connecting issues to personal experiences. It 
could have been that the teachers probably received feedback from their colleagues 
about the free atmosphere that was created at the workshop. Individuals forwarded 
their views in regard to the question of what caused timidity, fear and worries. Such 
views of perceived suppression and intimidation seemed to have clear implications for 
the way in which teachers related with colleagues and accounted for certain actions. 
The interactions revealed tensions and difficulties regarding enhancing individual 
autonomy and discretionary practice between teachers and with the school leadership. 
Indeed, our interactions became a meaning-making process, as echoed by Stringer’s 
(1999) ‘Think’ phase, because it involved reflecting on issues, framing dilemmas from 
the accounts of the teachers’ experiences and providing suggestions on possible ways 
of intervening. 

Validation workshop: school level 
A second workshop was held on 12 April 2013, following a situation at the school that 
was marked by tension and uncertainty. The aim was to call for renewed support 
following a period of inactivity with teachers. It would also serve as a forum to present 
to the teachers the data that were collected at the school. The intention of the researcher 
was to have teachers examine the issues and then move beyond and concentrate on 
developing new insights and strategies for creating sustainable innovations or at least 
interventions that could bring about improvements in the teaching and learning 
processes. We also wanted to establish a team of volunteer teachers who would form 
part of the research team and the feedback committee. The data that were generated 
from the teachers through group discussions were summarised into a newsletter with 
the aim of attracting more attention from them to the issues that emerged. 
 In the newsletter, the explanations of issues were backed with verbatim narratives, 
with the intention of giving subjective meaning to what the respondents think and what 
they said in their own words (Hennink et al., 2011). Whereas a few quotes were 
interpreted as offensive to some people, the group had opportunity to hear some 
unwelcome truths as reported by their colleagues. The four-page newsletter was titled: 
‘What teachers think and say: the attitudes and perceptions of teachers on professional 
integrity in the teaching profession in Uganda’. The main issues highlighted at this 
forum included policy, school-based factors, the dilemmas and challenges teachers 
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face, and solutions to the challenges. At the end of the highly spirited workshop which 
lasted until late in the evening, we asked if teachers would wish to participate in the 
research and 21 of them registered. 

4.5  Third phase: working together as co-researchers 
The new team of ‘researchers’ held the first meeting on 6 May 2013 to design 
strategies and an action plan. In this meeting, a leadership structure was formed with 
the Deputy Headmistress as overall coordinator, then a chairperson, and a secretary. 
The teachers identified four areas which they thought they needed to work on: (1) a 
review of the Teachers’ Code of Conduct, (2) teamwork, (3) improving the public 
image of the teachers, (4) acquiring life skills in guidance and counseling, as well as 
basics in computer study. Following this, four committees were formed and the tasks 
for each were identified. The teachers were asked to make a choice to join a committee 
to which they could ably make a contribution. We identified individuals who were 
responsible for spearheading the action plans and set timelines for the activity 
implementation. 
 It was resolved that committee meetings would be held at least three times in a 
term: one at the beginning to draw up a plan for activities, one in the middle of the 
term to follow up on the activity implementation process, and the last at the closure of 
the term to evaluate progress. Meanwhile, the sub-committees’ meetings were meant to 
be more frequent. Teachers were encouraged to consider allotting time outside the 
school timetable to the research in order not to interfere with the school progammes. 
Subsequently, meetings were usually conducted in the evenings when the teachers’ 
workloads had reduced.  
 To share a report on progress at the school, including their thoughts and initial 
experiences about the process, the first feedback meeting was held in May 2013. In 
attendance were people from different backgrounds, such as the teachers of Nakasero 
Primary School, a representative from UNATU, a parent, my academic advisor, and 
one academic colleague. The committees presented reports on what they had done at 
school according to the tasks and responsibilities they had pledged to fulfill. We 
deliberated on the issues as we received further guidance and insights from Jacques on 
different aspects to support collective learning.  

Working on innovations  
The next step comprised of activities that were conducted through voluntary initiatives 
of the research team. By taking ownership of the research activities and processes, a 
shift in role took place from that of participants to co-researchers. Evidence of 
ownership started from July 2013 until November 2015, a period in which the teachers 
took charge of the activity implementation through a collective learning process. 
Consistent with what Snoeren and others (2011) point out, there was broad based 
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involvement of teachers by collaborating in decisions as consensual partners and 
engaging with them as equals. Following the plan highlighted above, teachers guided 
themselves to create more conversational space through which they ably discussed 
specific cases and issues that affected them and the children at school. 
 The highest priority was put on school-based informal learning activities that were 
intensified through peer teaching and learning. Their strategy was to promote open 
communication and voluntary participation. Subsequently teachers within the team 
volunteered to take the lead in facilitating discussions on topics such as teamwork, the 
Teachers’ Code of Conduct, teachers’ roles and responsibilities, learner motivation, 
etcetera.  
 Throughout the learning process, teachers shared personal experiences on how they 
dealt with certain dilemma situations. Referring to school-specific incidents stimulated 
critical thinking and reflection as they openly confronted one another. William, the 
chairperson of the research team turned out to be a strong gate-keeper, mobiliser and 
adviser, and portrayed keen interest and enthusiasm throughout the research. By taking 
us through brainstorming exercises, he created moments for reflecting on the what, 
why and how questions (Creswell, 2012). As pointed out by Essawi et al., (2013), 
asking provocative questions kept the momentum high, assisted the teachers to make 
sense of certain issues, and reflected upon their experiences. 

The newsletters 
As a result of the discussions, several teachers interviewed children and asked them to 
write stories about their experiences with teachers. This was evidence to show that the 
teachers had assumed responsibility to seek their own change (Kemmis, 2007). By 
working together, the second newsletter on the experiences of teachers and learners 
was produced in March 2014. The aim was to share knowledge on practical ways in 
which professional integrity could be enhanced. Of course, some articles, especially 
those that were written by the pupils, pointed out practical aspects of unhealthy 
practices. The newsletter was launched at a second feedback meeting at school. 
Following this were group meetings, specifically to reflect on their own stories on what 
they did with learners. Similar to what is observed by Friedman et al., (2004) and Van 
Beilen (2012), such discussions promoted a wide learning culture characterised by 
openness, inquiry and dialogue.  
 The third newsletter, produced in July 2015, was dedicated to the children to voice 
concerns about their experiences with the teachers. First, I conducted two FGDs with 
the children in preparation for the newsletter, and then requested the teachers to ask 
them to write stories about their experiences. Not only did they tell their stories about 
what they liked or hated about teachers but they also got involved in drawing pictures 
that portrayed both positive and negative aspects of the teaching and learning 
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processes. Having them write articles for the newsletters initiated at the school a forum 
through which communication barriers and the power relations between children and 
teachers were minimised. Moreover, involving the children to give feedback on how 
they perceived and interpreted their interactions with the teachers, in a way, stimulated 
reflection and critical thinking. Subsequently, significant changes were realised in the 
professional practices of teachers.  

The module 
Besides the newsletters, an educational module for PTCs that shares experiences on 
practical ways in which teachers execute their work was developed by the teachers 
with the aim of helping them reflect on their practices. With the help of my supervisor, 
I initiated the idea to invite the teachers to think of producing something together. I 
then consulted the research team to establish if they would find it useful to have an 
educational tool that would support future collective learning processes for both 
teachers and trainees beyond the life of the project. Other consultations were with the 
tutors and students at Nyondo PTC, and later with the tutors at Ggaba PTC, and a 
Senior Education Officer in charge of primary teacher training at the Ministry of 
Education and Sports. The consultations involved conducting interviews and group 
discussions to establish issues of importance to be dealt with in the module. 
 For a couple of months in 2014, teachers were involved in generating ideas on what 
sort of product the module should be. I also collected literature with information on 
developing reading and learning materials, as well as consulted experts from outside. 
Following this were joint discussions with the teachers to identify the objectives and 
the themes. Subsequently, we sorted and prioritised eight themes, and then asked the 
teachers to write stories based on personal experiences that would form the cases in the 
module. The ideas generated from literature, together with those of the teachers, were 
compiled into the first draft module. Further discussions were held to obtain reactions 
to the issues identified. The outcomes of the discussions were presented to other 
stakeholders at two separate workshops for review and input before we produced a 
second draft in July 2015.  
 Meanwhile, copies of the draft module were sent out to more experienced people so 
that revisions and adjustments could be made after enlisting their suggestions. The 
second draft module was piloted through peer teaching with teachers at Nakasero 
Primary School in December 2015. The chairperson of the research team requested the 
invitation of five teachers from Kasubi Church of Uganda Primary School to solicit 
outsider views. Based on what was generated during the two days of peer learning, the 
module was refined to a third draft in January 2016. Copies were distributed to the 
participating teachers and other stakeholders for remarks before the final product was 
produced. 
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Other workshops 
Throughout the research, we held smaller workshops and feedback meetings. These 
were spread between 2013 and 2015, mainly with teachers at Nakasero Primary 
School. Consistent with the practical aspect of continuous dialogue and democratic 
engagement in action research (Creswell, 2012), these were intended to discuss what 
we thought was important for collective learning at a particular time. However, we 
purposefully invited certain individuals to seek outsider views. The details and motives 
for these workshops are elaborated in chapter eight. An evaluation workshop with 
participating teachers was held on 30 November 2015 to get views on how they 
perceived the entire research process. This was a moment for reflection as teachers 
recounted experiences of their initial attitudes to research, the tension and fear that 
engulfed them, and how these evolved with their participation in the research. 

4.6 Essential methodological issues 
The central rules and procedures guiding scientific research were observed throughout 
the three phases through which this study evolved. For instance, there was recognition 
of keeping rigor and following systematic procedures. Consequently, the study was 
cognizant of observing the central ideas such as research ethics, rightful procedures for 
data recording and analysis, and provided a forum for reflecting on the entire research 
process to ensure the authenticity of the research and its outcomes. 

Concern with ethical issues in research 
The approach of this study involves working closely and communicating openly with 
different stakeholders. Thus questions on what is the right thing to do in a particular 
situation and how to behave towards others were of vital concern (Cohen, Manion and 
Morisson, 2007). Most important was the question of how to strike a balance between 
the demands placed on teachers in the hierarchy of the school and my own interests as 
a researcher in pursuit of truth without threatening or harming them. Thus, as 
suggested by Flick (2009), the nature and motivations of the study were explained by 
informing them that participation in the research was voluntary so that participants 
could knowingly make up their mind to participate or not. Although not encouraged, 
they were also informed of the freedom to withdraw at any time at will. Participants 
confirmed their consent before conducting the interviews, and before using the voice 
recorder or making a video recording of the observations. This is grounded in the belief 
that participants’ views and decisions should be respected (Flick, 2009).  
 Due anonymity was observed in order to build a relationship of trust with the 
participants. For instance, confidentiality was ensured for those who wished that their 
identity was not to be revealed. This also necessitated giving assurance that 
information obtained would be safely kept so that it cannot be accessed by any persons 
who were not part of the research team. When transcribing data, names of participants 
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were not used, instead numbers were assigned to specific interviewees. For example, 
P1 rural, or P1 urban, to mean participant one, from the rural or urban area, 
respectively. Nevertheless, in later interactions while working together on the 
innovations, they became free and did not mind their names being exposed. 
 Throughout the interface with participants in the field, the principles guiding the 
study such as voluntarism, openness and non-interference with the school activities 
were agreed upon before any action was taken. It also required being sensitive about 
the fragile nature of the context, especially at the time of transition in school leadership 
at Nakasero Primary School. By tentatively withholding participation at one stage of 
the study, as will be explained in chapter eight, the teachers were probably afraid that 
the research could cause them harm. Moreover, considering the nature of the topic and 
the circumstances that surrounded the change process, precaution was taken so as to 
maintain a neutral ground. The tense situation at the school between January and April 
2013 was a sign that any small mistake by the researcher could easily make teachers 
withdraw their participation. Subsequently, the strategy adopted was to treat 
participants not only as objects but also as subjects of the research. As pointed out by 
Creswell (2012), being more transparent about the research agenda and seeking advice 
from the people on the ground was important. Thus, opening up to suggestions and 
applying dialogue facilitated a forum for equal expression by all participants. Flick 
(2009) indicates that acknowledging power relations with significant actors positively 
makes the research participant-based and smooth.  
 Another strategy was to ensure that progress reports were availed to the 
participating team and the school administration on a regular basis to invite their 
critical comments and minimise their fears. Moreover, authority was delegated to the 
teachers to chair and take records of the meetings. This was helped further by the 
occasional presence of the school administrators in the discussions, and incorporating 
the activities of the research into the school calendar. The openness with which the 
peer learning activities were embraced by the school administration gradually built the 
confidence and trust of the teachers. 

Data recording, processing and analysis 
All data from interviews, group discussions, workshops and feedback committees were 
captured on voice recorder and video. Questions concerning research ethics caused by 
this form of recording, such as loss of anonymity of the interviewees, were observed. 
Consistent with what (Flick, 2009) points out, the use of electronic gadgets was 
considered not a problem, but rather an aid for obtaining detailed qualitative data. The 
use of these tools would help to store data in its original form to which attention was 
turned repeatedly at the time of coding and analysis. Particularly the video records 
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peer learning activities were embraced by the school administration gradually built the 
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Data recording, processing and analysis 
All data from interviews, group discussions, workshops and feedback committees were 
captured on voice recorder and video. Questions concerning research ethics caused by 
this form of recording, such as loss of anonymity of the interviewees, were observed. 
Consistent with what (Flick, 2009) points out, the use of electronic gadgets was 
considered not a problem, but rather an aid for obtaining detailed qualitative data. The 
use of these tools would help to store data in its original form to which attention was 
turned repeatedly at the time of coding and analysis. Particularly the video records 
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were helpful in analysing detailed non-verbal expressions, such as body language and 
gestures. 
 The data were mainly qualitative and were organised according to the themes that 
were developed in line with the objectives and prepositions of the study. Hennink et al. 
(2011) indicate that themes could be derived deductively before entry to the field and 
inductively during data collection so as to make sense of what people say and what had 
been observed. Grounding the entire research in the interpretive and action research 
paradigms (Creswell, 2012; Flick, 2009), data analyses were conducted throughout the 
research process. For example, during interactions in the field, focus was on certain 
aspects such as making sense out of the statements that were made, the pauses in 
between stories and nuances. This would help during the evaluation of the day’s 
session with the research assistant, in making sense of the events and understanding the 
meaning of particular expressions. 
 Codes were developed from a cross-section of transcribed empirical text material 
(Flick, 2009). As Flick indicates, coding represents operations by which data are 
broken down, conceptualised and put together in a new way following the procedures 
of open coding, axial coding and selective coding. This was done with the help of the 
computer data analysis package, ATLAS.ti. Because my knowledge of using the 
programme was still scanty, the amateur techniques drove me into coding the entire 
transcripts sentence by sentence, thus, generating 432 codes which actually were too 
many. Engaging further with the lengthy report led to scrutiny of the similarities and 
differences between the formulated codes and subsequent quotations. Delving into a 
second round of coding for specific transcripts helped to formulate finer codes with 
more insights. 
 The open coding generated concepts that were grouped into categories before 
manually engaging with the report to identify the links between the categories. By 
moving back and forth, the interview transcripts and the report of the codes (Flick, 
2009) addressing the basic questions of what, who, how and for what, created 
familiarity with data. Subsequently, comparisons were made, relationships clarified 
and the codes that appeared to be similar were merged. Asking these questions while 
comparing ideas across different categories of data became part of the meaning-making 
process that led to formulation of themes upon which the story cases in the thesis were 
written. At a later stage of data analysis, rich descriptions from interviews were 
compared and integrated with the findings from the questionnaires, group discussions 
and field notes taken during formal and informal interactions with teachers. 
 In addition, a workshop was conducted with a group of 22 participants, including 
members of the feedback team, before writing the first chapter on the findings. This 
was to corroborate information and ensure that the themes adopted during data analysis 
were relevant to the study problem. It also helped to identify gaps for further 
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consideration before the final write up. Flick (2009) recommends undertaking data 
analysis through an interactive process with every step requiring feedback loops. Thus, 
sharing thoughts with colleagues and the supervisors were part of the meaning-making 
process. 

Validity and reliability 
This study employed a mixture of methods that provided an effective means of 
examining different aspects of the research issue and to develop a more comprehensive 
understanding of the phenomenon (Creswell, 2012; Hennink et al., 2011). Information 
generated by use of one methodological tool would be corroborated with data from 
others. Creswell (2003) emphasises that methodological triangulation provides the 
opportunity for further investigation purposed for getting valid data. At another level, 
the different variables for data collection such as type of school, the type of community 
and the different cohorts of participants from a cross-section of communities and 
institutions, as explained earlier, provided different perspectives for the study. 
Moreover, further triangulation of findings was done through collecting information 
from policy documents and corroborated by personal interviews with educational 
experts. The transparency on methods, processes and involvement of different 
stakeholders, while testing the authenticity of data, facilitated the process of internal 
validity of the data (Angucia, 2010). 
 Meanwhile, the cyclic nature of action research (Stringer, 1999) implied that 
participants continuously reflected on the generated data, confirming the same fact or 
phenomenon, which makes findings more valid. Besides, the study relied on obtaining 
feedback, from the onset of data collection, as a way of reflecting on central issues. 
Moreover, a summary of key findings was often provided to the participants for 
verification in workshops and group discussions. As Krueger (1998) notes, the 
discussions with teachers created additional conversational space, helped gain deeper 
insights into the research problem and provided opportunities for them to reflect on the 
successes and failures. Also, involving the community of teachers themselves in 
discussing their problems helped to relate the issues to their personal experiences. It 
became a means for validating the findings and for creating a positive benefit to the 
participants (Hennink et al., 2011). 
 In the entire process, as facilitator and learner (Reason, 2006), I endeavoured to 
stimulate critical reflection and consensus on the issues brought forward. Although this 
at times involved some degree of manipulation, as Kibwika (2006) observes, reflecting 
on my role as facilitator reminded me to guide the process so as to reach relevant 
conclusions. This was mainly at the time of discussing plans for the module, which 
idea was brought in by my research supervisor as a result of experience from other 
action research projects. Aware of my own subjectivity, ideas were normally 
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forwarded as suggestions and were subjected to debate, criticism and supplementation. 
Therefore, the rigour with which the research was undertaken and the processes 
involved (Creswell, 2012) ensured that the data collected were valid and reliable. 

Challenges in the field 
Creswell (2012) explains that qualitative research is a reflexive process where the 
researcher thinks about the whole research process, the steps taken, what went wrong 
or well, including the challenges encountered and how they dealt with them while 
interacting with the field. I can summarise the challenges in this study under three 
headings. 
 First, negotiating protocols in the process of meeting participants was time 
consuming and frustrating. It took up to four months to secure permission from 
relevant authorities before entering schools. This process revealed weaknesses in the 
state of professional integrity in public offices. Failures to honour appointments were 
common, especially at the district education departments because the officers were 
either busy with other commitments or out of office. The experience of difficulties 
meeting with participants and utterances by certain individuals were frustrating. It was 
also reflected in the limited response to the questionnaires at the initial phase of data 
collection. Although it was in the interest of this research to respect their busy 
schedules, it seemed like some individuals deliberately chose not to honour 
appointments. It was disappointing to travel to a study site and fail to meet an 
individual that you had contacted a while ago. This necessitated either rescheduling 
appointments or waiting longer hours before conducting the interview.  
 Second, the action research approach employed by this study meant establishing 
and maintaining a trustful relationship and facilitating continuous dialogue with a large 
group of teachers over a period of time. The difficult task was to maintain a high 
degree of participation as well as keep to the outsider position. A struggle to keep the 
outsider perspective was, on several occasions, challenged when a few teachers 
expressed the desire to share information about personal grievances they held against 
their colleagues. Although it was important to remain sensitive to not indulging in such 
conversations, it was difficult to tell the person straight away. Side-lining their 
information would, in part, show a lack of concern, but, in part, seemed to be the right 
thing to do in order to keep the research agenda transparent. Diverting the discussion 
was the immediate alternative, although listening could have been another way of 
gaining deeper understanding of the insider’s view. 
 Finally, the entire process of action research is characterised by a series of ups and 
downs. Fatigue, loss of morale and engaging adults who are busy and have all sorts of 
challenges and expectations was tricky. For this reason, motivation and encouragement 
were inevitable for meaningful engagement (Kenton and Song, 2010). In what Angucia 
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(2010) refers to as being with and among participants, occasional expressions of 
sympathy and empathy were shown by giving a modest fee to the teachers to facilitate 
their transport, most especially when meetings stretched into peak hours in the 
evenings when fares were inflated. Meanwhile challenges in regard to actual 
encounters during action research are discussed in detail in chapter eight. 
 The next chapters, five, six and seven, discuss the findings of this study. Chapter 
five explains in detail opinions and perceptions from a cross-section of stakeholders on 
the state of the teaching profession in Uganda. Chapter six focuses on specific school 
issues, based on our continuous interactions, dialogues and feedback with the teachers, 
learners and school administrators, while chapter seven provides findings on dilemmas 
framed out of the narratives of the teachers. 
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Chapter 5: The State of Professionalism and Professional Integrity of 
Teachers in Uganda 

It is in crisis… in crisis. Why am I saying it is in crisis? I am sorry to say but the state of a 
teacher and education is critical… Today’s teachers are killers of students. At times I have 
called them murderers… I mean really you as a teacher that you are in front of the child, the 
child does not learn simply by what the teacher is teaching them. They learn from your other 
thoughts, they learn from your style of life, they learn about your philosophy. That is what 
makes a child think that this teacher is transforming me… There was a time when a teacher 
was believed to be a centre of knowledge, but today, yah, the teachers teach, yes, but I have 
proved that they don’t know as much as we think they do. Do you know why a teacher 
originally was called a wiseacre? Because he was knowledgeable. A teacher knew, he 
seemed to be everywhere. But where is a teacher today? Today he knows less… A teacher 
today talks like a street peddler, like the fools surrounding her in the village! You don’t find 
a bright mind emerging from there. Where is their association with the right people? That is 
what has happened to the teacher… that a teacher has failed to establish themselves to that 
level of the knower. (Maddie, Education Consultant) 

This chapter presents findings from the orientation phase of this study that sought to 
tap into prior knowledge, opinions and perceptions of teachers and other key education 
stakeholders on the central issues affecting the integrity of teachers in Uganda. The 
participants were teachers, parents, teacher trainees, retired teachers, tutors and 
education administrators. These were purposively selected because it was presumed 
that they had rich information, experiences and broad insights on key issues that affect 
teachers (Hennink et al., 2011; Creswell, 2012).  
 Although several interviews and focus group discussions (FGDs) were conducted, 
this chapter draws on data collected from 21 people through unstructured in-depth 
interviews and 3 focus group discussions, administered between September and 
December 2012. Individual interviews were used to gain deeper insight into the 
research issues from the perspective of the study participants themselves (Hennink et 
al., 2011), while focus group discussions were preferred in instances where the 
research intended to capture a broad range of opinions from participants in one natural 
setting (Flick, 2009). Information from these participants is supplemented with views 
gathered both formally and informally through interactions during workshops and field 
visits.  
 The selection of participants with diverse backgrounds and experiences was crucial 
because the information generated would thereby provide a better range of insights for 
enriching data and a better understanding of the linkage between possible factors that 
account for the teacher’s practices. For example, interviews with the retired teachers 
aimed to establish views on possible trends in the teaching profession over time. These 
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ideas were supplemented with information from experienced teachers, youthful 
teachers and teacher trainees. Views from the tutors were useful in analysing the 
linkage between the training of teachers and the actual challenges in the field of 
practice. Other stakeholders like the parents were important because they interact with 
the teachers and have a role to play in monitoring and guiding teachers’ practices 
(Education Act, 2008).  
 Besides empirical data, the present mapping of challenges that teachers face is also 
based on a review of several documents produced at national and international levels. 
Thus, a combination of information from literature sources and the insider views of the 
key actors form the analysis of the key challenges to professional integrity in the 
teaching profession.  

Table 2 Profile of key participants (pseudonyms) 

 

Name Age Method Highest qualification Workexperience / status Location 

John 83 Interview Doctorate University Professor Urban 
Maddie 67 Interview Master’s Degree Education consultant Urban 
Joseph 85 Interview Grade 3 Certificate Retired Head teacher Rural 
Lawrence 68 Interview Master’s Degree Retired Principal (PTC) Rural 
Rose 76 Interview Grade 3 Certificate Retired teacher Rural 
Samuel 74  Interview Bachelor’s Degree Retired Clergy (SMC/ BOG) Rural 
James 53 FGD Degree Tutor Rural 
Mark 56 FGD Degree Tutor Rural 
Abed 32 FGD Diploma Teacher Rural 
Kadima 57 Interview Diploma Teacher Urban 
Remmy 34 Interview Bachelor’s Degree Teacher Urban 
Fred 35 FGD Grade 3 Certificate Teacher Rural 
Dick 20 FGD Trainee Student Rural 
Yana 56 Interview Primary Parent (Local leader/SMC) Rural 
Michael 52 Interview Master’s Degree District Inspector of Schools Rural 
Margret 49 Interview Master’s Degree Senior Education Officer 

(MoES) 
Urban 

Ethel 24 Interview Grade 3 Certificate Teacher Urban 
Daniel 56 Interview Master’s Degree Head teacher Urban 
Willex 33 Interview Diploma Teacher Urban 
Jane 47 FGD Master’s Degree Tutor Rural 
Sylvia 55 Interview Degree Teacher Urban 

 
Important to note about the participants’ profiles is that they shared narratives based on 
a variety of working experiences. For example, apart from two of them, the majority of 
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the participants served as classroom teachers in their lifetime, and except three who 
started their teaching careers in secondary school, the rest taught in primary schools. 
Others narrated experiences that range from teaching in private and public schools, 
schools under different management systems, and schools in rural and urban areas in 
different parts of the country. Thus, their narratives give a broad range of insights 
about teaching and what kind of problems the teachers face in different environments. 
Some of these could be traced back to the history of the teaching profession and 
education in Uganda, while others fit better within the current context. 
 Understanding these issues provides a basis for further analysis of the school-based 
factors and the dilemmas that teachers face as described in chapters six and seven. The 
data presented in this chapter are guided by the research questions, the theoretical 
concepts and the themes that were identified during the data analysis (Hennink et al., 
2011). The research also traced both in-school issues and those that emanate from 
outside the school environment at the individual and broader policy levels. Key among 
these are: aspirations to join the teaching profession; perceptions about the role and 
status of teachers; teacher management; the teacher’s Code of Conduct; and social 
perceptions of the teaching profession. Getting insights from different perspectives 
provides a useful guide for future reflections on the values that guide and sustain the 
practices of teachers. 

5.1  Teacher’s role and identity  
Each profession has its own service ideals upon which the performance of the workers 
is defined (Banks and Gallagher, 2009). Therefore, this study aimed at understanding 
what people of different positions within the field perceived as the role of teachers.  
 In Uganda, communities perceive teachers as having a crucial role in the country’s 
development. Teachers are recognised by the government as being critical in achieving 
Universal Primary Education (MoES, 2011) in order to meet the universal goal of 
Education for All. This strand of thinking was strong among the majority of the 
participants who emphasised that the teachers were the makers of society. Expressions 
depicting teaching as a noble profession featured prominently in interviews. Many 
participants highlighted the key roles of a teacher as that of a guide who is responsible 
for enforcing change among the young, a moral generator who instills discipline in 
children, a parent, advisor, counsellor, planner and role model. Many teachers equated 
their role to that of a ‘baby sitter’, explaining that they had the responsibility to ensure 
a holistic transformation of the life of the learner. They indicated that the purpose of 
teaching is to prepare the child for the next level, which could either be academic or to 
teach children how to live in society. Some teachers explained that they had a 
responsibility to nurture children into becoming productive citizens who could create a 
positive change in society. 

Table 2: Profile of key participants (pseudonyms)
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 While stressing the importance of teachers, they often mentioned: “The nation is, 
because teachers are” a slogan that guides the teachers under their umbrella 
organisation UNATU. The roles that were identified by the teachers conform to what is 
stipulated in the report on Education for National Integration and Development in 
Uganda (MoES, 1989), and the draft Competence Profile for Primary School Teachers 
in Uganda of 2004. These documents note that teachers play developmental roles, such 
as imparting knowledge and skills so as to help learners develop both the desire and 
ability to learn and to develop their individual personality through the formation of 
positive and acceptable social values.  
 Many of the interview responses indicate that society expected the teachers to 
behave in ways that should be emulated by others. Kadima, for instance, stated: 

The role of a teacher is to educate… educating a child means educating the whole society, 
bearing in mind that the mother or the father may not have got that chance of meeting that 
education the child is getting, and when the child gets it, disseminates it to the parents… so 
if a teacher does the right thing, then he has educated the world. (Kadima) 

John underscored that parents were struggling to send their children to school in order 
to reap the benefits of the teaching profession: 

Society fights so hard to see that their children go to school. That is enough to show that 
they see a teacher as a useful person because everybody fights to see that they send their 
children to teachers, and stay with children from 7:00 am to 6:00 pm daily. If they don’t 
respect them, they would not send them there. Of course the problem is the poverty… But 
people are struggling that they take children to teachers and that shows that they know that 
their salvation is in the teacher. They know that if the teacher is not there, their children will 
be backward. (John) 

Despite the significant role that the teachers and the teaching profession play, many of 
those interviewed expressed feelings of discontentment with the conduct of the 
teachers. For instance, Maddie draws a bleak picture and was frustrated with the failure 
of teachers to live up to professional expectations. The perceived failure of teachers to 
adhere to the expected standards of conduct led to mixed reactions from respondents 
on the question of how they perceived the status of the teaching profession. Thus, their 
views tend to be similar to that of the World Bank (2007b) report, which points to a 
declining status of the teaching profession in many countries across Africa. 
 As indicated earlier in chapter three, teachers in Uganda originally enjoyed high 
social status and reputation (Lugumba and Ssekamwa 1973; Tiberondwa, 1975; 
Kaahwa, 2005). Therefore, it was paramount for this study to establish the views of 
participants on changes in the status of the teachers and possible factors causing this 
change. The interviewees provided different views on what they perceived to be the 
general status of the teaching profession, though the majority pointed to the gradual 
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decline in reputation and a negative social perception. For instance, Ethel, a newly 
qualified teacher, voiced her opinion: 

Some say it is good, some say it is cheap… so cheap; they give them little money. Others 
say it is good, instead of loitering around. Very few feel it is okay to be a teacher. You know 
people are interested in cash. They want to know how much money they will be paid. But 
teaching, today we are striking, tomorrow we are in class… It is very hard to convince 
someone to be a teacher. And for me, when I was at college I used to talk to people, very 
few decided for themselves, very few. Many went there because of the pocket [money]. If it 
is not because of the pocket, may be in the coming years we shall not have teachers. Like 
when you look at this teaching... you are not paid well, you don’t eat well. (Ethel) 

On the other hand, John, a professor of education categorised teachers into two 
cohorts: those he perceived as having maintained reasonable levels of commitment and 
view teaching as a vocation, and others who behaved in ways that contradicted the 
teaching values. Nevertheless, John believed that the majority of teachers were 
behaving well and thus recognised the importance of not presenting a generalised view 
on the conduct of teachers: 

Now… it is difficult to describe it. There are, of course, good teachers professionally, who 
have got knowledge of their content, who also behave well, but also there is another group 
of teachers who don’t care much about anything professional. They come late, teach short 
hours and, of course, some, not the majority, go against the professional ethics, such as 
falling in love with girls, helping students to cheat at exams… But, by and large, teachers 
are not too bad. And although they are getting little money, society still has confidence in 
them. (John) 

John emphasised that acts such as failure to attend to learners, lack of commitment to 
duty and looseness in social conduct lead to low public opinion and loss of attraction of 
the profession. The World Bank (2007b) indicates the status of teachers in Sub-
Saharan Africa had declined due to repeated abuses such as drunkenness, bullying, 
sexual relations with students and teachers asking for extra fees from students for extra 
lessons. 

5.2 Factors that account for teachers’ practices 
The next concern was to solicit opinions from the participants on the possible causes of 
teachers’ misconduct. The views indicated issues related to education governance, such 
as teacher recruitment, training and management. The majority pointed out that teacher 
professionalism was affected by the calibre of candidates who were recruited into the 
teaching profession. Apparently, most candidates that joined Primary Teachers 
Training Colleges had little desire to teach and were often recruited with lower grades 
than the students who continued to higher levels of formal schooling. A recent report 
on recruitment of students into teacher training colleges (Daily Monitor, 24 February 
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2016) indicated that the majority of the admitted candidates attained third grade in 
national examinations. The findings also showed weaknesses in the curriculum for 
teacher training and insufficient strategies for fighting causes of low teacher motivation 
such as poor remuneration and working conditions and lack of appreciation. The 
participants also pointed out that corruption within the government institutions that 
were responsible for teacher supervision, evaluation and appraisal undermined the 
creation of a transparent and accountable service delivery from the teachers.  

Choice to be a teacher  
The interviews usually started by asking the participants a broad question on what 
inspired them to join teaching. Only a few teachers explained that they joined the 
profession willingly, while the majority of them confessed that their choice had been 
conditioned by circumstantial factors. The common expression, especially among the 
youthful teachers and the students at the PTC, was that they joined teaching as a last 
resort. The majority disclosed that they only wished to use teaching as a springboard 
for advancing their careers. A report from the Ministry of Education and Sports 
(MoES, 1989) indicates that the education system has failed to produce the necessary 
number of trained teachers partly due to the inability of teacher training institutions to 
attract capable and interested students. Similarly, a study conducted by Musoke (2011) 
on the effect of low motivation on teacher performance in Iganga district in eastern 
Uganda found that the choice to be a teacher was crucial. Accordingly, the wrong 
choice had an influence on the attitude and commitment of the teachers because it 
impacted on the intrinsic motivation that was central in determining the level of 
commitment and identity with the job. 

Why I became teacher: Negative feelings  
In this study, various reasons were given for choosing to be a teacher. However, the 
largest group of teachers and students in PTCs revealed that they came from low 
socioeconomic backgrounds and could not afford the higher cost of education in other 
institutions of learning. Others indicated that their education was financed by either 
relatives or well-wishers. When asked during FGDs why they joined teaching, each 
student had his or her own testimony: 

P3: For me, I joined because my home background was not okay… there was no money at 
home. The parents advised me that you go for the primary teaching course, may be if you 
get money you will advance yourself in future. That is when I decided to join here. 

P5: To me I just bear with the situation because I am already in and I have to continue. 

P8: To me I do not feel well because as a person you might be planning that I am going to 
do this when God has planned for you another one. You just say maybe it was God’s plan. 
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P4: I feel hurt but because of the situation I was brought this way… so I just endured with 
the situation, so in future when I qualify I can leave this one [teaching], when I get money 
and get another one. 

P6: To me, in first term, it was like… but now I have joined the course that I never wanted. I 
normally refused to read books, and also second term that happened, but now third term, I 
said it was God’s plan. 

P3: To my side, on the first day I was told that after your senior four, you are going for a 
teaching course. I felt it badly and I had to cry the whole day.  My mother had to advise 
me… I told her I am not going! She told me if you want, go for your nursing course, but 
then, there is no money. I said no. I had to inquire from my elder sister. She told me, as you 
see us now, there is nothing like money. We know what you want to do, but just accept what 
mummy is telling you and you go. Then in future when you succeed in life and you get 
something good, you can as well leave this one [teaching] and go to another one. So I had to 
accept her advice. By the time I joined here… those who saw me, I came but it wasn’t my 
wish. I used to cry every day. Then the people started counselling me... what what… you 
endure… things happen. I had to forego everything, up to now.  I accepted God’s will. I now 
train to be a teacher. 

The accounts of the student participants reflected lack of interest in the profession. 
Feelings of resentment against teaching were also evident in the interviews with the 
newly qualified teachers. Remmy’s narrative illustrates the circumstances that pushed 
him into teaching: 

I never wanted to go teaching. Like I said, my family was of teachers, my mother, my 
father, and my elder brothers… The life they lived… it was not worthy. I grew up knowing 
teaching is bad. It is a teacher who lacks everything. It was a last resort. After my O level, I 
had passed very well, I had my good grades, my mother came and sat me down. She used 
very good words. I later realised half a loaf is better than none… But because of my good 
grades, I enjoyed it, I came out with very high grades. But I never liked teaching throughout 
the training because while there, I was still thinking I was in a wrong place. I took it as an 
academic course, totally academic. (Remmy) 

The accounts of Remmy and of the teacher trainees share similarities with studies 
conducted elsewhere in Uganda as well as in other countries across Sub-Saharan 
Africa, which indicate that the highest proportion of teachers come from families that 
fall in the low income brackets (Evans and Odaet, 2000; Musoke, 2011). The narratives 
show that joining the teaching professions against one’s wishes accounted for the 
negative attitudes to teacher training during the time when they were mourning about 
the decision to be teachers. For instance, even though the students, just like the case of 
Remmy, were convinced to enroll for a teaching course, they confessed that they held 
negative attitudes throughout the training. Remmy’s expression “I later realised half a 
loaf is better than none” could be one way of saying I simply conceded because there 
was no alternative.  



102 The State of Professionalism and Professional Integrity of Teachers in Uganda   
 

2016) indicated that the majority of the admitted candidates attained third grade in 
national examinations. The findings also showed weaknesses in the curriculum for 
teacher training and insufficient strategies for fighting causes of low teacher motivation 
such as poor remuneration and working conditions and lack of appreciation. The 
participants also pointed out that corruption within the government institutions that 
were responsible for teacher supervision, evaluation and appraisal undermined the 
creation of a transparent and accountable service delivery from the teachers.  

Choice to be a teacher  
The interviews usually started by asking the participants a broad question on what 
inspired them to join teaching. Only a few teachers explained that they joined the 
profession willingly, while the majority of them confessed that their choice had been 
conditioned by circumstantial factors. The common expression, especially among the 
youthful teachers and the students at the PTC, was that they joined teaching as a last 
resort. The majority disclosed that they only wished to use teaching as a springboard 
for advancing their careers. A report from the Ministry of Education and Sports 
(MoES, 1989) indicates that the education system has failed to produce the necessary 
number of trained teachers partly due to the inability of teacher training institutions to 
attract capable and interested students. Similarly, a study conducted by Musoke (2011) 
on the effect of low motivation on teacher performance in Iganga district in eastern 
Uganda found that the choice to be a teacher was crucial. Accordingly, the wrong 
choice had an influence on the attitude and commitment of the teachers because it 
impacted on the intrinsic motivation that was central in determining the level of 
commitment and identity with the job. 

Why I became teacher: Negative feelings  
In this study, various reasons were given for choosing to be a teacher. However, the 
largest group of teachers and students in PTCs revealed that they came from low 
socioeconomic backgrounds and could not afford the higher cost of education in other 
institutions of learning. Others indicated that their education was financed by either 
relatives or well-wishers. When asked during FGDs why they joined teaching, each 
student had his or her own testimony: 

P3: For me, I joined because my home background was not okay… there was no money at 
home. The parents advised me that you go for the primary teaching course, may be if you 
get money you will advance yourself in future. That is when I decided to join here. 

P5: To me I just bear with the situation because I am already in and I have to continue. 

P8: To me I do not feel well because as a person you might be planning that I am going to 
do this when God has planned for you another one. You just say maybe it was God’s plan. 

Professional integrity of teachers in Uganda 103 
 

 

P4: I feel hurt but because of the situation I was brought this way… so I just endured with 
the situation, so in future when I qualify I can leave this one [teaching], when I get money 
and get another one. 

P6: To me, in first term, it was like… but now I have joined the course that I never wanted. I 
normally refused to read books, and also second term that happened, but now third term, I 
said it was God’s plan. 

P3: To my side, on the first day I was told that after your senior four, you are going for a 
teaching course. I felt it badly and I had to cry the whole day.  My mother had to advise 
me… I told her I am not going! She told me if you want, go for your nursing course, but 
then, there is no money. I said no. I had to inquire from my elder sister. She told me, as you 
see us now, there is nothing like money. We know what you want to do, but just accept what 
mummy is telling you and you go. Then in future when you succeed in life and you get 
something good, you can as well leave this one [teaching] and go to another one. So I had to 
accept her advice. By the time I joined here… those who saw me, I came but it wasn’t my 
wish. I used to cry every day. Then the people started counselling me... what what… you 
endure… things happen. I had to forego everything, up to now.  I accepted God’s will. I now 
train to be a teacher. 

The accounts of the student participants reflected lack of interest in the profession. 
Feelings of resentment against teaching were also evident in the interviews with the 
newly qualified teachers. Remmy’s narrative illustrates the circumstances that pushed 
him into teaching: 

I never wanted to go teaching. Like I said, my family was of teachers, my mother, my 
father, and my elder brothers… The life they lived… it was not worthy. I grew up knowing 
teaching is bad. It is a teacher who lacks everything. It was a last resort. After my O level, I 
had passed very well, I had my good grades, my mother came and sat me down. She used 
very good words. I later realised half a loaf is better than none… But because of my good 
grades, I enjoyed it, I came out with very high grades. But I never liked teaching throughout 
the training because while there, I was still thinking I was in a wrong place. I took it as an 
academic course, totally academic. (Remmy) 

The accounts of Remmy and of the teacher trainees share similarities with studies 
conducted elsewhere in Uganda as well as in other countries across Sub-Saharan 
Africa, which indicate that the highest proportion of teachers come from families that 
fall in the low income brackets (Evans and Odaet, 2000; Musoke, 2011). The narratives 
show that joining the teaching professions against one’s wishes accounted for the 
negative attitudes to teacher training during the time when they were mourning about 
the decision to be teachers. For instance, even though the students, just like the case of 
Remmy, were convinced to enroll for a teaching course, they confessed that they held 
negative attitudes throughout the training. Remmy’s expression “I later realised half a 
loaf is better than none” could be one way of saying I simply conceded because there 
was no alternative.  



104 The State of Professionalism and Professional Integrity of Teachers in Uganda   
 

 As a result, the graduates from PTCs tend to lack adequate skills and competencies 
to enable them to connect between different pedagogical strategies. Samuel, a retired 
clergyman, expressed feelings of displeasure associated with the recruitment of less 
interested individuals into the teaching profession. He stressed the importance of 
tightening the entry requirements and suggested that scrutinising the candidates was 
important in order to recruit only those with interest and ability: 

I think of the teacher of today… I pity him or her. I want to begin with entry point of a 
teacher. Which teacher do we take to be trained as a teacher to teach children tomorrow? 
These teachers, some of them we just pick… Entry point is a big, big point… If you take a 
person that you just pick from the street or with poor grades or you just persuade, when he 
comes back, he does what he wants. Sometimes some of them just go to the colleges and 
come back when they don’t have any morale for teaching… So I think we need to scrutinise 
which people we take for teaching courses so that tomorrow they come and teach very well. 
We should not take people… the least, who we think cannot go anywhere else. They are the 
ones who go and teach, and they go to teach the leaders of tomorrow. (Samuel)  

Another assumption commonly held by the students was that teacher training would 
lead them into acquiring better jobs in the future. While many participants with years 
of experience admitted to having advanced their careers through teaching, such 
perceptions tend to be misleading because attaining a teaching certificate is not a 
guarantee for career advancement. Yet if teaching is only viewed from the perspective 
of obtaining better jobs, it increases the risk of having unsatisfied teachers who remain 
in the profession against their wishes. The frustrations and demotivation that come 
with a failure to meet the goal of getting a ‘better job’ were perceived as contributing 
to the low sense of commitment to the standards of professional integrity. James and 
Jane voiced their concerns from the perspective of tutors: 

It has become a job which is almost a last resort. Even during the intake, you find that 
people who pass always go for other studies or even other courses. But it is normally these 
ones who pass so weakly… that normally come to the colleges. So it begins building up 
right from there... We try to make them change… try to put them right, prune them, but they 
do not behave to our expectations of a professional teacher. From that attitude, you expect 
least in terms of behaviour. This is a person who is not going to respect being a teacher 
because personal interest has never been there. (James) 

They come when they wanted to go for another course but because of lack of funds, or the 
people who are caring for this person are not real parents, the parents passed away, so this 
person has been forced to become a teacher. So they are here but thinking, I wish I had 
another place. They are not people who had interest but they just come because of 
circumstances, because they have nothing to do. So, [with] that attitude you expect least, 
because this person did not plan to become a teacher. (Jane) 
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Tutors state that they find difficulties in training less interested students to acceptable 
professional standards. James explained that people give less preference to teaching as 
a career because it is perceived not to facilitate a viable standard of living. He pointed 
out that most students interpreted the teaching professions in relation to the economic 
gains that they will receive after qualifying. Moreover, it was noted that many students 
and teachers, due to social exposure, could ably compare their benefits, positively or 
negatively, with those of other people who serve in other professions.  
 Reports show that the enrolment of poor quality students resulted in recruitment of 
teachers who had poor knowledge of the subjects they were expected to teach 
(Musoke, 2011; World Bank, 2007b; Munene, 2009; Kasente, 2010). The high failure 
rates in teacher training colleges were also blamed on the failure to attract capable 
students. Consequently, the government’s struggle to create a reputable and 
professional teaching force is hindered by the low quality of entrants to primary 
teachers’ colleges. Musoke (2011) revealed that low attraction to the teaching 
profession was having tremendous consequences for the professional quality of 
primary school teachers in Uganda. 

Why I became a teacher: Positive feelings  
Whereas the narratives of teacher trainees were dominated by negative feelings about 
teaching, one participant referred to here as Dick, was more positive and confessed his 
unreserved passion for becoming a teacher: 

To me, aaah… I love the teaching profession, and I loved to be a teacher, uh. If I was to 
miss primary [primary school teacher], then I would not miss to be a secondary teacher. 
Although they advised, I already had that feeling of being a teacher. So the advice they gave 
me was just to motivate or encourage, but the feeling already existed in me to be a teacher... 
uh. (Dick) 

According to Dick, the desire and passion for teaching originated from his personal 
experiences, interactions and closeness to his teachers. In his view, teachers loved, 
cared for and interacted mutually with the learners, and were respected in the 
community. He looked forward to receiving the same respect after the course. 
Throughout the discussion, Dick struggled to convince his colleagues about the 
importance of teachers. While asserting his position against those who preferred to be a 
nurse or lawyer, he argued that the social respect that was accorded to lawyers and 
nurses did not undermine the fact that teachers were the makers of society. Dick 
emphasised that teachers simplified life by guiding and imparting knowledge to those 
who serve in other professions.  
 In a similar way, several participants confessed to have joined the teaching 
profession willingly. They indicated that their personal liking for the job and love for 
children inspired them. For instance, John, a university professor, and Rose, a retired 
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Tutors state that they find difficulties in training less interested students to acceptable 
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According to Dick, the desire and passion for teaching originated from his personal 
experiences, interactions and closeness to his teachers. In his view, teachers loved, 
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 In a similar way, several participants confessed to have joined the teaching 
profession willingly. They indicated that their personal liking for the job and love for 
children inspired them. For instance, John, a university professor, and Rose, a retired 
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teacher, mentioned that they were attracted to the profession because of the respect that 
they accorded to teachers: 

I looked at a teacher, I said yes, I must be a teacher… I was inspired to be a teacher and I have never 
regretted. Although I am not rich, I feel comfortable that I have always had a peace of mind. (John)  

I chose teaching myself. My friends said that we go nursing but me I said I go teaching. 
What I loved… like what I saw, like when I see a teacher was smart… a teacher, I analysed 
a teacher, the handwriting, BB [blackboard] work, it was good… discipline, disciplining 
children, I saw it as very good… When I walked through a school and saw a teacher 
teaching, I said ooh, this one teaches so well! I saw the children loved the teacher, they had 
interest in the teacher, they liked the teachers so much. I said I also go teaching. Even now, 
as I tell you, children love me so much and I also love children so much. When I started 
teaching, children loved me so much, because of the behaviour I showed to children… like I 
liked to discipline them, they could think we are tough, but when they understand, they love 
you so much. Even now, I love children so much and I still have a lot of interest playing 
with children. (Rose) 

In Joseph’s view the teaching profession offered unlimited opportunities for lifelong 
learning, on job training, research and social exposure through participating in sports. 
Joseph affirmed that he felt physically and socially accepted in different work 
environments. He demonstrated that the strong love he had for teaching inspired him to 
abandon an administrative job which he perceived as not providing personal 
satisfaction. Recounting his preferred choice, he remarked, “For you, when you love 
your job, you go there with one heart.” While a lot transpired during the two-hour 
interview with Joseph, below is a summary of what he affirmed: 

There are many things, why I left working at the district. Discipline in clerkship was not 
good; the boss had never gone to school… In clerkship, the work was too much, always 
working, in the morning, in the night. You don’t study a lot. So what came out, I went in 
teaching… In teaching I got used to the books… In teaching you get education, you teach, 
you study. They give refresher courses like that. I also found playing football. It was not in 
clerkship. I used to have time to do other things… I had time to play and coach my 
friends… I had time to go for trips… to go for sports in other districts. (Joseph) 

Emphasising that “when you love your job you go there with one heart”, in our view, 
means having a steadfast commitment, a positive attitude and the desire to serve, 
despite the challenges one encounters. Field experiences through observation and 
casual interactions showed that many teachers were positive in embracing their 
professional duties. They depicted higher self-esteem and enjoyed a better collegial 
relationship. Interviews with a few of them revealed that their actions were embedded 
in the desire to be self-driven, being open to learning opportunities, accommodative 
and appreciative when confronting challenges. Kadima, a long serving teacher, 
disclosed: 
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I have a self-drive in me and I have feelings for the child… I also have mental preparation 
before I meet the child. I may not get monetary values per day, per week, but I have a sense 
of duty… It is me, because I don’t think the school motivates me enough, but I feel I 
should… It is just a question of adjusting one’s thinking… Why am I here? I am here to 
serve. Although I am not getting much as some other person, I am here to do my work. 
(Kadima) 

Both Kadima and Joseph point out the idea of intrinsic motivation that is useful in 
influencing the attitudes and practices of teachers, including the degree of commitment 
to the job and resilience during difficult times. Nevertheless, such feelings of passion 
and satisfaction were expressed mostly by the retired and those teachers with several 
years of experience. Because of this, in our view, the perception of teaching as an 
honoured profession in the past could have had an influence on their aspirations and 
later on how they conducted their duties. Contemporary teachers are exposed to 
knowledge about new career openings that they perceive to be better.  

Teacher training 
The training of teachers is supposed to equip graduates with deeper knowledge of the 
subject matter they teach, and provide pedagogical skills of how to get their material 
across and knowledge of how children learn (Campbell, 2003). The White Paper on 
Education (GoU, 1992) points out the importance of scrutinising the teacher training 
curriculum so as to ensure it is useful, relevant and effective. The intention is to equip 
teachers with skills that could enhance their value as persons, as well as promote 
creative thought. However, as pointed out in chapter three, the state of primary school 
teacher training in Uganda remains critical (Evans and Odaet, 2000; Aguti and Fraser, 
2005).  
 Evans and Odaet (2000) suggested an upgrading of the entire system of teacher 
education, from the quality of students and tutors, to the facilities, the curriculum and 
learning materials, if at all it were to reach a minimally acceptable standard. They 
emphasised that improving upon the physical facilities in teacher training institutions 
would attract students from good secondary schools who were reluctant to join PTCs 
that they regarded to be poor. A handbook on Teacher Education for National 
Integration of 2011 (MoES, 2011) recommends that the government should put 
effective measures in place to identify, attract and retain capable people into the 
teaching profession and revise the curriculum for both pre-service and in-service 
training programmes.  
 In this study, similar challenges were identified as stifling teacher training. For 
instance, the curriculum, quality of tutors and learning facilities were thought to be 
insufficient for making good teachers. 
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The curriculum 
Maddie, an education consultant, shared his experience as a teacher trainer and asserted 
that the current curriculum for teacher training had been reduced to in-house academic 
programmes that only prepared students to pass exams. He described the current 
curriculum as narrow and ‘robotic’ because it lacked concrete activities that could help 
to expose and develop the students’ reflective dispositions or arouse their emotions. He 
was concerned that the practical elements of teaching and learning, such as games, 
field excursions, public debates, music, dance and drama that stimulate skills in critical 
thinking, were neglected. He argued that the current teacher education curriculum and 
the mode of its delivery were less likely to provide a broad package of skills that could 
transform the graduates into academics, public speakers or community leaders: 

Which programmes are at the TTCs? Do they understand this concept that in front of you as 
a tutor, you are preparing a package of a human being that will blow up? Are you making 
them just to grow up? Do they have any special programme to produce a special skill giver, 
a liberator of the learner? You find, if you watched any lessons, they are still using the 
lecture method to the learner… teacher training college! (Maddie) 

Maddie perceived today’s teachers as displaying a narrow perception of concepts and 
as lacking exposure. The lack of zeal and enthusiasm for creativity undermined the 
pride and social influence of the teachers in the communities where they lived and 
worked. He was also concerned that shifting attention to a more academic oriented 
curriculum was exerting enormous pressure and placing a stigma on both the tutors and 
the students. Accordingly, this resulted in the tendency to ‘pump’ the students with 
more theoretical content with the intent of ‘helping’ them progress from first year to 
second year. The insecurity and fear that surrounded failing was thought to be 
compromising the ethical norms of both tutors and students. Abed, a newly qualified 
teacher revealed that examination malpractices were common at PTCs: 

And now you can also find that one goes to college, the same teacher, the tutors they steal 
[cheat] for them exams, and passes. So this one cannot go explain a concept for a child to 
understand… The tutors, like I told you, we come from behind [education background] … 
For me, I passed by chance… The tutor does not come to class… I told a tutor and they say I 
am a wiseacre. (Abed) 

In trying to establish the reasons for engaging in such a strange practice, especially on 
the side of the tutors, Abed further explained: 

…how can you leave? Because they want students to pass and they get a name 
[appreciated]. They cannot hear in their college all children failed. And yet they know when 
they leave them, they will fail. Majority will fail… uuh… And now we climb [progress]… 
(Abed) 
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By emphasising that the majority of students would fail if they were not assisted, 
Abed’s insight points to the earlier submissions on the challenges of recruiting students 
of low academic standards to PTCs. He exposed a lack of credibility in teacher 
education and seemed to be distressed about tutor absenteeism, and those who 
portrayed a less caring attitude. Abed, like other participants, attributed the problem of 
examination malpractice to the commercialisation of education. In his view, schools in 
Uganda put much emphasis on passing examinations as a way of attracting more 
children. By remarking “like I told you, we come from behind”, he hinted at the fact 
that the problem of professional integrity of teachers was deeper than simply looking at 
the teacher in the classroom, the school or the community. Rather, it requires a deeper 
understanding of the background of individual teachers. This problem is more critical 
because primary education provides a foundation on which all subsequent levels of 
education rest. As pointed out by Nkwanga (1992) and the World Bank (2007b), the 
quality of education outputs depends greatly on the quality of pre-service teacher 
education for individual teachers. Thus, inadequate training hinders good skills 
development. 

Character building  
Turning attention to the practical aspects that would be required in the curriculum to 
build the character of the teachers, the interviewees asserted that teacher training 
programmes emphasised teaching content and pedagogy at the expense of moral 
education. John attributed the conduct of teachers to the limited sense of awareness of 
the basic professional norms. He was concerned that the PTCs and other teacher 
training institutions hardly paid attention to ethical training, thus, producing college 
graduates without a clear grasp of which practices constituted acceptable professional 
conduct. He suggested that the curriculum could be widened to include knowledge on 
practical elements within the social setting for reflecting upon and building the 
character of the students before they graduate:  

Perhaps also… the teaching profession, the training of teachers is also to blame. Because 
when you see our programmes in the faculties, they are not teaching ethics. They just teach 
somebody to go and teach… but they are not talking about ethics… If you try to examine 
courses of teachers in institutions like [names institutions], you will hardly see a course 
related to ethics. Not there... We teach education psychology in teacher training, but it is 
more concerned with how students learn and how they should be disciplined, but it is not so 
much ethics. We lack that point of ethics. We don’t talk about it in detail. We need to look 
at the behaviour of students. For example, the teachers not to fall in love with the students 
they teach… They are not even taught how to see that children behave properly, they dress 
properly, and they wash properly or to keep their places clean. That is not talked about. 
(John) 
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The tutors 
Another weakness was identified on the side of recruiting tutors for PTCs. The findings 
established that until recently, tutors were mainly recruited from Grade 3 primary 
school teachers who transferred to teacher education after attaining additional 
qualifications. Apparently this created a vicious circle by recruiting tutors from the 
same group of less interested, disgruntled and ill-trained teachers. Evans and Odaet 
(2000) contend that the low attainment rates and the socioeconomic background of 
those that joined teacher education make it even more difficult to recruit competent 
tutors. Subsequently, the lack of skills and competences was identified to be the cause 
of understaffing and the reason for the shortage of tutors especially for science-related 
courses. Evans and Odaet (2000) explain that anyone who obtained a reasonable pass 
in science subjects was able to enroll for other courses rather than teaching. The result 
has been to hire people with less skill in primary teaching to fill the gap. It was 
observed that some of these individuals lacked the grounding and intellectual discipline 
to set clear goals for teacher professional practice. This was elaborated by Lawrence, a 
retired principal: 

The tutors themselves… there are fewer tutors of mathematics and sciences. How did that 
problem come about? To be trained a tutor you must have been a Grade 3 teacher before you 
go for training of a Grade 5 teacher as a tutor… Now to become a teacher, you failed 
mathematics, but because they wanted four passes you went and trained and the four passes 
could be [List of subjects] … Sciences are not there. They qualify to teach as teachers, less 
these critical subjects. And to get a tutor, we have to get from Grade 3 teachers who did not 
have that background. So to go to the colleges to train as a tutor you are now going to train 
those other subjects, other than science and mathematics. Now where do you begin? The 
tutors of science go in for just a few areas where they are competent. (Lawrence) 

The views expressed by Lawrence are corroborated by another excerpt taken from an 
interview with Maddie: 

The tutors themselves are not knowledgeable. When you inspect the TTCs, you will find 
that even the tutors are not learner centered but they teach about learner centeredness. They 
are not preparing proper lessons. They are just recycling past material. So if a teacher 
trainer, trainer of a teacher, is really zero, then the child will be zero. You can’t give the 
learners what you don’t have. Are they offering the broad, broader building? Why aren’t 
they knowledgeable? That is for their good. Are they going to say because they can’t afford 
a newspaper? Is that why they are not listening to right programmes on television or radio? 
Is that why they don’t travel at all? So you find a little pack of a tutor who doesn’t know 
even Uganda, teaching a mass of students… what are you giving them? (Maddie) 

Time for teacher training 
The majority of the participants stated that the current two years were not enough for 
teacher education to adequately nurture trainees in practical aspects of teaching. 
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Moreover, the government was blamed for failure to ensure that colleges opened and 
closed according to schedule. Lawrence pointed out that colleges hardly adhered to the 
official calendar for opening and closing due to inadequate funding or late release of 
funds. Thus, a considerable amount of time was lost during these lapses. He was of the 
view that government should fund colleges adequately so that they open on time: 

When students do their O-level in December, they are admitted at a college in May. That 
means they have already missed five months… and they are going to be in the college for 
only two years, but two years less the five months he[they] have been in the village… so 
part of December, January, February, until June, so six months, one is in the village, not 
reading, not doing anything. The brain does what… goes down [blank]. Now when they 
return to school, to be in the mood of reading is in September, October, which means the 
brain, is not working for almost one year, and yet you are to take two years. And now they 
start pumping you. (Lawrence) 

On the other hand, some participants argued that the tutors had failed to manage the 
available time well. For instance, the students revealed that a considerable amount of 
time was lost because the tutors were either occupied in private businesses outside 
college, or were simply not interested in entering class. While acknowledging that two 
years may not be sufficient, Maddie, who shared experience as a teacher trainer, 
suggested that tutors needed to first understand what to do with the two years if at all 
they were to succeed in advocating for more time. “If I do not know what to do, even if 
you gave me five years, I will only produce a deadlier teacher,” he argued. 
 Another problem of professional integrity was traced to the age at entry and 
subsequent age at graduation, especially for primary school teachers who were 
recruited from the pool of students that had completed four years of secondary 
education. Going by the age bracket of 16-18 years, in which the majority of recruits 
for PTCs fall, some participants were concerned that the youthful teachers were 
affected in their relationships with learners. Samuel expressed his worries that the 
majority of the newly qualified teachers lacked enough maturity to engage 
meaningfully with their profession or to resist social temptations: 

Most of the teachers, as I talk, come out as youths and they are going to teach children who 
are the same as them or look older in structure… so the teachers we have, some of them, 
when they reach school they portray exactly the same behaviour [as] when they were in 
school…  So they develop a temptation of loving them; they get the temptation of passing 
them by giving them free marks so that they can woo them as their friends.  (Samuel) 

The far-reaching challenges of teacher training, combined together, were perceived to 
be hindering effective performance of teachers, especially in the early years of their 
teaching career. For example, Sarah, a youthful teacher, recounted a range of 
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challenges faced in her initial years of teaching because teacher training did not equip 
her with adequate skills and competences: 

When I joined teaching, I think, honestly, I was half-baked. Let me tell you, because it was 
not easy for me. Because within… when I was training I felt the course was too hard. So 
when I started teaching and I found those experienced teachers there, they challenged me. 
Whenever I would go to class to teach, they could find only mistakes in me.  (Sarah) 

This inability of teachers to portray sufficient skills is highlighted by Daniel, a Head 
teacher: 

You find a teacher today only knows about lesson planning. If he is able to lesson plan, and 
scheme, if he is able to scheme and then conducting a lesson and that is all… You will have 
to drive this teacher to move an extra mile to know there are other activities that help in 
building the character of the child. Say for example, the clubs we used to have, and being 
dynamic in the school so as to offer these children with life skills to build the character…to 
develop the child emotionally, socially… they are minimal. Today we have teachers who 
conduct lessons without making children learn… A good number of them do not understand 
how children learn. And because they do not understand how children learn, even planning 
for them to make them learn becomes difficult because you cannot plan for something you 
did not properly conceptualise. (Daniel) 

The above findings on the challenges with teacher training are also highlighted in the 
report on continuing professional development in Africa and Uganda of 2009 
(UNESCO, 2009). This report shows the lack of skills in teacher educators, inadequate 
time for training and lack of advice to teachers as shortfalls in the teaching system. The 
World Bank (2007a) pointed out that inadequate training makes it difficult for students 
to effectively learn the subject matter thus creating ineffective and less knowledgeable 
teachers. 

Teacher professional development 
Teacher Professional Development (TPD) has been used as a mechanism for enhancing 
teacher professionalism and lifelong learning. The scheme for the teaching service 
personnel in Uganda (2008) aims at developing professionally competent and well-
motivated education service personnel. The strategies to achieve these include creating 
career paths and promotional ladders for specific jobs in each sub sector, and ensuring 
that teachers in active service grow continuously both horizontally and vertically. 
Thus, teachers are encouraged to upgrade so that they can improve their qualifications, 
attend refresher courses to broaden and improve their performance in specific areas, 
and attend planned induction courses and seminars on self-initiated developmental 
processes (MoES, 1989; MoES, 2012). The initial focus for Continuing Professional 
Development (CPD) in Uganda was on in-service training, but in recent years it has 
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been expanded to include external opportunities for private upgrading both at National 
Teacher’s Colleges and universities. 
 Teachers in Uganda were found to have embraced CPD, and there is evidence that 
many of them had acquired higher qualifications (see table 1). The teachers who fall 
into this category confessed to having gained opportunities for promotions from one 
level to another and social exposure to people of diverse backgrounds. Others 
perceived CPD as having boosted their confidence and competence. Sylvia, holding a 
degree in English language, remarked that there was pride and motivation that came 
with professional growth: 

There is that intrinsic thing that is there. There would always be something extra to what a 
person has and even… you have to fit in society. In addition to that, there is a way you are 
motivated… there is that pride also… I can present more; I can present better than you… 
(Sylvia)  

However, while a lot more teachers were found to have embraced the idea of seeking 
to advance their careers through the external CPD programmes, this seemed to reduce 
the enthusiasm for informal learning at the school level. It was stated that many 
teachers were less interested in seeking collegial advice or accepting advice when 
offered. This was attributed to the poor working relationships among teachers at the 
institutional level. Problems within the school contexts such as envy, mistrust, fear, 
arrogance, favoritism and a lack of effective communication among teachers, and 
between teachers and the school administration were identified. These instigated 
individualistic tendencies thus making informal learning more difficult.  
 Another concern of CPD training programmes, most especially those offered by 
NTCs and universities, was the focus on new academic concepts and subsequent 
degree qualifications. The common assertion was that external CPD programmes 
neither related sufficiently to the primary school curriculum, nor covered the skills gap 
that would be more appropriate for primary school teachers. George, a teacher, shared 
his experience:  

And the things they teach us, you wonder how they are going to help us in our primary 
school teaching. They teach math concepts which cannot be applied anywhere in primary 
school and when you try to ask the lecturer for further explanation of the concept that is not 
clear, he says don’t ask, the more you ask, the more confused you will become. (George) 

Subsequently, CPD was viewed as having achieved more at helping many teachers 
upgrade their qualifications rather than in other aspects such as skills development, 
ethics and moral enhancement (MoPS, 2005; World Bank, 2007a:54). Meanwhile the 
government strategies to provide CPD to teachers at the institutional level through 
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government strategies to provide CPD to teachers at the institutional level through 



114 The State of Professionalism and Professional Integrity of Teachers in Uganda   
 

TDMS and CCTs were hindered by inadequate resources for primary teacher 
education, as pointed out by a Senior Education Officer:  

Whereas a probation curriculum was designed with the intention of following up on newly qualified 
teachers, we have challenges with the budget. (Magret) 

A further observation was that seeking professional development outside the context of 
the school setting had a remarkable impact on the commitment of teachers. Evans and 
Odaet (2000) point out that supplementary learning outside the institutional setting 
consumes the entire teacher’s time, leading to reduced presence in the school and less 
quality interaction with their colleagues and children. Many teachers who participated 
in these programmes admitted they had pursued further education under cover (without 
official permission), in disguise with their normal work routine. Thus, they committed 
more energy to studies than to the job. They claimed that since they financed their 
education individually, sometimes by obtaining loans from banks, they definitely had 
to struggle to complete the course. Stephen, a teacher on an upgrading course, said:  

What do you expect a teacher to do when sometimes they get a loan to pay for their 
education? Of course I will commit more time to the course because I cannot allow failing 
[failure to stare at my face] when I know that I even have a loan to pay back... (Stephen) 

Finally, given the nature of external CPD programmes that eventually ended with an 
additional qualification, it was established that the majority of teachers anticipate better 
economic rewards, such as a salary increment or promotion, after qualifying. Failure to 
actually acquire such better opportunities, which is more common in Uganda, was 
highlighted to be a source of frustration and displeasure among the teachers. Sylvia 
shared a feeling common amongst teachers who thought that they had gained minimal 
benefits from professional growth: 

To our disappointment, a very big disappointment, actually why people are losing morale 
and whatever, this group goes to study in a certain ministry, it is recognised by 
government… ooh you have made a step, salary increased, benefits increased, everything 
increased. A teacher goes to study, the government does not want to know, even when you 
sponsored yourself… Has anybody ever gone for further studies for nothing? What do you 
expect a graduate teacher to do when he has even sponsored himself? What morale, what 
motivation would that person feel? (Sylvia) 

Having elaborated on the different aspects of teacher training, the next section is on the 
challenges that are associated with the management of teachers in Uganda.  

Education governance and teacher management 
Primary education in Uganda is managed by the Ministry of Education and Sports 
(MoES), the local governments, and the parents through School Management 
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Committees (SMCs) (MoPS, 2005). Thus, operational issues in regard to recruitment, 
training, deployment, supervision and Teacher Professional Development (TPD) are 
the responsibility of government (MoPS, 2005). The aim of government is to improve 
the quality of teaching and learning in primary education by supplying scholastic 
materials, improving infrastructures, supervision and addressing the needs of teachers. 
The intention is to create a cadre of competent, dynamic and knowledgeable teachers in 
schools, with the morale and professionalism that is essential in achieving Education 
for All (MoPS, 2005). 
 Munene (2009) indicates that the primary schools under the leadership of the Head 
teachers function within the overall policy framework decided by the SMCs. The 
education policy also recommends that the parents of a particular school voluntarily 
form a Parents Teachers Association (PTA) for providing a formal and organised voice 
on issues that affect teaching and learning. Meanwhile, the communities whose 
children attend a particular school have the role of engaging in civic and non-civic 
actions that impact on the children and teachers of the school (Munene, 2009).  

Policy and participation 
Whereas the government of Uganda undertook several initiatives to improve the 
quality of teaching and learning in primary schools at the onset of UPE in 1997 
(Munene, 2009), the participants of this study felt that there is a large gulf between 
policymakers and policy implementers. They perceived the policy generating processes 
as authoritarian and top-down, thus offering limited opportunities for participation. 
Research conducted by Murphy (2005) concerning education and educators in Uganda 
established that ministries that were not directly related to education were highly 
involved in setting plans and targets for teachers and the education system as a whole 
(Murphy, 2005). This results in a role ambiguity that is exerted in primary school 
management. 
 The participants in this study argued that the current education policy framework in 
Uganda does not respond favourably to the contemporary needs and challenges that the 
teachers face in their work. As a result, although teachers felt incapacitated to openly 
stand up against government policy, they expressed reservations about following or 
implementing policies which they perceived to be alien or less significant to their 
profession. Other participants regarded government policies as obsolete. Therefore, 
even when they admitted to being aware of the policy requirements, most views tended 
to point to a deliberate effort towards noncompliance. For instance, Fred, the Head 
teacher of a rural school, suggested that policies should be modified: 

The government should change because for us, there is nothing… We cannot say we change 
policy, we cannot, there is nothing much… Let them also change laws… change policies on 
education sector to see that they are modified to the standards of the existing world; 
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according to how the conduct of people is also changing… put laws which are modern. But 
so long as they leave those laws to remain as they have been, in fact things will not be put 
right; it will remain like that… (Fred) 

In addition, the teachers expressed feelings of dissatisfaction with the government’s 
failure to engage meaningfully with them. The teachers believe that they were not 
treated as active professionals with whom partnership in the development of education 
could be created. They reported that the government had instead chosen to silence them 
through harassment, intimidation, threats of dismissal and arrests in situations when 
they stood up against what they perceived to be unfair treatment. Whereas such threats 
pushed them back to the classrooms, nevertheless, most teachers remained frustrated 
and demoralised. Consequently, they resorted to adopting coping strategies that could 
enable them to survive in the system: 

When you talk specifically about a teacher, you find a teacher behaving in a certain way 
because of the situation that is prevailing… A teacher may dodge a class just because he 
wants to make a deal somewhere. The children are seated at home, where do you really get 
that so much strength to go to class and teach? So you eventually find yourself leaving the 
place of work to go and chase the school fees of the child… But what has dictated it is the 
economic crisis… A parent will not feel good to come to class and find no teacher, but a 
teacher is not satisfied, cannot stay in that class. In one way or another, he will run away. 
That is regarded as unprofessional. (Sylvia)  

Another concern was that the government did not set up appropriate measures for 
evaluating the effectiveness of policies. Whereas supervision of teachers is useful for 
improving the quality of teaching and learning, and for monitoring the conduct and 
practices of teachers, the World Bank, 2007a) points out that this was hindered by the 
limited logistical and human resource capacity of the education inspectorate, 
corruption and outright laxity of School Inspectors. This concern with the lack of clear 
systems for scrutiny and appraisal in the process of teaching was perceived as 
contributing to a less caring attitude among teachers. Maddie gave his opinion on 
supervision: 

I have made a statement that we think teaching is taking place in the schools, but who is 
observing whether teaching is taking place? The Head teachers hardly enter the classrooms, 
the chairmen of the SMCs hardly enter the classrooms, and the Inspectors hardly enter the 
classrooms, nobody. Did you notice when you went out there that we do not have an 
evaluation system at the schools? Where is the evaluation sheet of this teacher who qualified 
five years ago? The moment you qualify and you begin teaching, nobody evaluates you. Do 
you still understand the same way you used to understand? Have you added to your skills? 
Are you still worthy or have you reduced? So we have junk people growing into junk and 
remaining in junk schools, making them junk. There is nowhere teachers are evaluated for 
their ability… That is why you find that teachers have failed their own children’s exams. 
(Maddie) 
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Similar opinions were expressed by John, a university professor who shared personal 
experiences of serving on SMCs in different schools. He pointed out that systems for 
establishing disciplinary committees were no longer functional or effective. He sighted 
a widening gap in relationships between the parents, the SMCs and the schools. He 
hinted at instances where members on the SMCs were compromised by Head teachers 
through bribes and kickbacks. John testified that Head teachers convened meetings at 
their discretion, drafted the agenda and took the minutes. In his view, they were 
selective on what information to share, and concealed information of grave acts of 
misconduct of either Head teachers or teachers. In other instances, SMCs were accused 
of assuming full control of the schools, thus causing enormous interference with the 
school leadership. Munene (2009) contends that lack of effective measures for 
supervision had conferred unchecked authority upon the Head teachers to determine 
the destiny of their schools. 
 Furthermore, the majority of the people interviewed mentioned that education had 
been politicised by setting up policies and structures that undermine the autonomy of 
the teachers. For instance, withdrawal of parental involvement in school activities was 
attributed to political manipulation of parents through political messages. Munene 
(2009) indicates that until the introduction UPE, the PTAs contributed towards the 
material needs of the schools, helped to develop school infrastructure and facilitated 
the teachers with a subsidy. Samuel, a retired clergyman, mentioned that information 
disseminated about UPE was distorted to mean free education so as to meet the 
interests of those seeking political positions or favours in government. As a result, the 
majority of the parents that enrolled children in public schools did not take the 
responsibility of aiding the children and the schools:  

The government programmes come when they are good but they are failed from down 
[implementation]. I like them but they should help parents not to be lazy to help the 
children. Do you know that before the programmes of UPE came, the teachers were 
teaching very well, with fewer complaints than the current system here, why? Because 
parents had started owning their institutions, they had brought things like PTA, through 
which they could come to the teacher and ask, what is disturbing you? They assist him in his 
problem and the teacher teaches very well and children pass. As I talk now, some parents 
have given up. They think schools are for government and children are…they call them for 
Museveni [president]. (Samuel) 

 In a similar way, Daniel, a Head teacher, considered misinterpretation of policies as 
detrimental to school management: 

Misinterpretations of the policies by some significant stakeholders retard our performance. 
When they keep telling the entire public that universal primary education is free, that even 
the little money they [parents] have to pay they should not pay, that is a big challenge on us 
managing the schools. I call it misinterpretation because universal does not mean free. With 
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them, they have taken it to be free. Therefore, some don’t want to pay the little money they 
have to pay. They feel you are cheating them… (Daniel) 

Daniel explained that the politicians cautioned Head teachers and SMCs not to levy 
any charges on the parents, claiming that the government was meeting all costs for 
maintaining the child in school. Thus, anyone seen to ask parents to make a 
contribution to the school was perceived as being corrupt and undermining the 
government programmes. As echoed by the World Bank (2007a) and Murphy (2005), 
this compromises the parental role in enhancing education quality. 

Teacher conditions of work 
Teachers in Uganda work in challenging contexts due to lack of support to the schools 
by both government and the parents (Munene, 2009; Bird and McKay, 2009; 
Tamusuza, 2011). Whereas government has struggled to improve the teachers’ salaries 
over time, Nakabugo et al. (2010) state that this increment does not, in real terms, 
match the new socioeconomic challenges. For instance, teachers continue to survive on 
meagre salaries of Uganda shillings 279,145 ($99.86), making them among the lowest 
paid workers (see Daily Monitor, 5 April 2016). The participants reasoned that the 
remuneration was low in comparison to the rising cost of living. Consequently, they 
put minimal effort and enthusiasm into the job because they considered it to be less 
rewarding. Abed, a newly qualified teacher explained that since education was an 
investment, then the reward should be worthy that investment: 

Now the trend says, now actually they have put for us in education a paper. One of the 
papers is economics of education. As I invest, me I am investing like you also wake up early 
and plant beans. Why should you hope for 5 bags out of it? For me I also pay fees all the 
years, I am caned, they do to me all sorts of things all the years while studying and then you 
tell me that now you have qualified, go and give free services because you are a teacher, a 
noble profession? Now when we started reasoning in a capitalistic way, we started to see 
problems. That is why today, we assume we are poorer than yesterday [before salary 
increment]. Even when they have increased salary… previously, all these… were not there 
but now as we are turning capitalistic; it has also caused the morals to change. (Abed) 

In addition, Abed revealed that he had worked for months without being paid. He 
pointed out that the mismanagement of the payroll for primary school teachers at the 
local government led teachers to miss their salaries. A World Bank working paper 
(2007b) indicates that failure to pay teachers on time or adequately undermines the 
development of a professional attitude because many do not feel the salary they get is a 
sufficient compensation for the work they do. It also becomes more difficult for 
governments to enforce discipline on teachers when they are not paid well (World 
Bank, 2007b). Munene (2009) points out that the teachers are always absent from 
school as they seek other means of survival. John, during the interview, suggested that 
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teachers should be paid well so as to develop a feeling that losing a teaching job is 
distressing.  
 Decreasing professionalism is also related to the lamentable material conditions of 
service. Evans and Odaet (2000) contend that the general decline in the teaching and 
learning environments led to deprofessionalising of the teaching profession. 
Accordingly, teachers did not feel respected or safe, and many of them expressed 
feelings of professional alienation and isolation. Similarly, this study established that 
the basic facilities were lacking in most schools. Whereas food and accommodation 
were granted as an additional benefit to be provided by the SMCs and the Head 
teachers, only a few schools that received modest contributions from parents provided 
lunch for the teachers. Teachers mentioned that failure of schools to provide these 
services impacted on their level of concentration. A report by Uwezo (2013) indicates 
that poor facilitation leads to poor teaching because teachers who stayed far away were 
tired when they reached the school and were less likely to make it to school on time. 
This was echoed by Rose and John in separate interviews: 

Another thing, teachers do not sleep at [or near their place of] work. Now as you see schools 
today, teacher’s houses, where are they? There are few houses. Now the teachers come from 
very far like … and come tired, teach for a short time, and start worrying of going back, get 
worried of returning home. They teach when they are tired. What they teach, they cannot 
complete… Now if a teacher is teaching at … that huge mountain across… it needs you first 
sleep, sit and rest, and then get up and go to teach. It is not good to just go straight to cool 
[settle] in class. For us, when we were teaching, we were sleeping at the school, and when 
you sleep at school you teach well because you don’t go to class when you are tired. (Rose) 

During missionary days, teachers stayed at the school. They built teachers’ houses in the 
school, but nowadays they tell you go and rent. How do you take books five miles away? So 
there should be at least simple ways of building houses in school for the teachers so that the 
teacher also feels attached to the school. (John)  

As John points out, providing facilities for teachers enables a sense of attachment and 
belonging to the school, and even to the communities where people work. It was 
emphasised that a failure to provide basic services for teachers exacerbated the 
problems of absenteeism and alcoholism and prevented teachers from reporting to class 
especially in situations where they were physically present in the school but absent 
from class. A monitoring and evaluation baseline survey conducted in Sirinko District 
in eastern Uganda (MoPED, 2009) stressed lack of accommodation as the major cause 
of teacher absenteeism. Parents from the rural schools revealed that it was a common 
practice for teachers to sneak to nearby drinking joints before they returned to school 
for afternoon classes. Stephen, a teacher in a rural school, disclosed: 
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Because of distance, you reach [the school] when you are tired; first of all, riding a bicycle, 
you reach when tired. A person when tired needs to rest a bit, and now, where do you rest 
from where children of others [other people] are making noise? Now you totally see that 
delivery will not be up to date… And now one comes from… tired, then they go look for a 
calabash [local beer] to cool. (Stephen) 

The participants perceived inadequate support to the teachers as unfair treatment, and 
as failure of government to recognise the value of teachers. As a result, society tends to 
be sympathetic to them because they feel that the teachers are suffering. Moreover, 
because of the fact that primary school teachers under the decentralised system of 
education are recruited mainly from within their home districts, society tends to cover 
up their scandals with reason that the teachers are their kinsmen. This lack of checks by 
the community contravenes the Education Act (2008) which mandates society to 
monitor, guide and avail information on the conduct of teachers.  
 Finally, the participants expressed dissatisfaction with the heavy workloads and 
larger classes that make it difficult for the teachers to complete work on time. Samuel 
expressed dissatisfaction with the increasing demand on teachers to work longer hours 
than the normal working time. Fulfilling numerous school assignments implies that 
teachers forego other social obligations including time for family. Yet, it was stressed 
that the teacher’s extra effort was neither recognised nor rewarded. Samuel’s narrative 
represents such voices: 

I want to tell you… a teacher is one who works more… works overtime, which is not paid. I 
want to give an example, I had my late wife (RIP) who was a teacher, and we used to suffer 
with her. She comes from class preparing, reaches home, prepares… preparing what she will 
do tomorrow, sometimes doing for the whole term, or month or another year. But all these 
things, they do not take them serious. Just as government goes on to take the teacher badly 
[unfair treatment], the teacher also ends up not putting energy [effort]. (Samuel) 

According to the World Bank (2007b), the welfare of the schools and teachers in 
Uganda did not only compromise the integrity of teachers, but also leads to difficulties 
in recruiting and retaining competent people in the teaching profession.  

Social anomy 
The conduct of teachers was perceived to be the outcome of a dysfunctional social 
order, the increasingly demanding trends of urbanisation, capitalism and individualism. 
Maddie perceived the conduct of the teachers as a reflection of the gradually declining 
trend in moral standards, looseness in family ties, breakdown in community value 
systems, and a defective public moral leadership: 

The teachers who train in PTCs live in the communities and if the community is junk, then 
from the junk you pick the people who go to PTCs. (Maddie) 
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Others teachers like Fred argued that due to the contemporary economic pressures, the 
family and communities were more concerned with the struggle for personal survival 
rather than caring about the character of teachers: 

These days, people don’t care. The Head teachers don’t care about the society around and 
therefore the society doesn’t care to share with him about the teachers… laissez faire (Fred). 

Margret, an official at the Ministry of Education and Sports, pointed out that humility 
was missing in the lives of many teachers and admitted that many things were wrong 
with the profession. She attributed this to poor upbringing of children, lack of 
creativity and the inability of people to take initiatives in the right direction. 

5.3  The teachers’ code of conduct 
One way in which professional bodies and governments try to strengthen professional 
integrity is through formulating and disseminating Codes of Conduct (Banks, 2009). In 
Uganda, the Teachers’ Code of Conduct, as provided by the Education Act 2008, 
explains the values, the standards of competencies and the conduct expected of 
teachers. It outlaws acts such as dishonesty, corruption, sexual abuse, and any other 
form of misconduct that would bring the profession into disrepute (MoES, 2012). It is 
assumed that the code not only fosters professionalism, but also boosts respect for the 
teaching profession and helps the teachers to attain and maintain public trust 
(Byaruhanga, 2000). 
 This study also aimed to establish the opinion of participants about the Teachers’ 
Code of Conduct. The concern was to find out the level of awareness of the code and 
its relevance and effectiveness in guiding teachers in confronting the dilemmas that 
they encounter in their work. The following items emerged. 

Knowledge of the code 
There were contradicting views about people’s knowledge of the Teachers’ Code of 
Conduct. Some participants were much aware of the existence of the Teachers’ Code 
of Conduct. According to Mary, a tutor, the teachers actually reflected on the code 
when confronted with certain challenges:  

In most cases teachers try their best to follow the Code of Conduct because it is always at 
the back of their mind. Every time you do something wrong, you are reminded, and when 
you see the way teachers behave in society, it is not so bad. (Mary) 

However, other participants disclosed that the majority of the teachers lacked clear 
awareness of the content of the code because not many had read and internalised it: 

Unfortunately, or fortunately, the Code of Conduct from the Ministry of Education, many 
teachers may not know it… may not be aware of it.  Even if the code is given to them, but 
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they are teaching, some of them have never looked at it. If you interviewed some students 
and some teachers in schools, you will find that they don’t know about it. (John) 

Daniel, a Head teacher, shared a similar opinion: 

The other factor is that some teachers have not internalised the Code of Conduct, the 
professional Code of Conduct expected of them; some have not even read about it at all. 
They may not know that what they are doing is criminal. (Daniel) 

Several reasons were identified for the lack of effective knowledge and understanding 
of the Teachers’ Code of Conduct. Whereas information about the code was provided 
to students during the course of teacher training, Lawrence, a retired Principal, felt that 
students were introduced to the concept of acceptable professional standards at a time 
when they attached less relevance to internalising it. In his view, the majority of 
students showed little interest in becoming teachers at the time of training: 

When a student arrives in a college, there is what we call orientation week, getting this 
student to know life of a college and life of a teacher. And among the documents is 
Teachers’ Code of Conduct. But I discovered a weakness. We are teaching students… we 
are exposing him to this document when he is not ready for it. We are teaching it at the time 
when they see little value of teaching… and now you are exposing them to material which is 
not relevant to him. Now for us, a teacher is leaving college, now for us we say, now go 
with this document. You must go with it, but does one know it, has one read it? Now you 
are giving them this document when they don’t have the time to read and internalise it. 
(Lawrence) 

These findings have remarkable similarities with a study by UNESCO (2009) that 
established that teachers’ knowledge about the Code of Conduct was fairly low, 
ranging from a low degree of familiarity with its contents to a high degree of 
skepticism about the implementation. 

Relevance  
The discussion on the relevance of the Teachers’ Code of Conduct was of significant 
interest to the participants. The majority of them were supportive of the code but were 
more critical about its content. The common assertion was that the code had become 
obsolete because it was drafted in ways and time frames that did not provide viable 
solutions to the contemporary challenges that teachers encountered. These two excerpts 
from Lawrence and James elaborate this: 

This document is big and raises very many issues. Now, it was produced by a professor. The brain of a 
professor and the child of senior four, the language they cannot match… It is like laws. You know, a 
person when they start reading laws, starting to warn you, you must do this, you must do that, it 
becomes more of laws, and yet there is no person who wants to read laws... You may think that you 
are relevant [code]. So the document itself is good, but that relevance, I am telling you, you shall do 
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this, we shall do this, we shall do this, it is just law, law, and law. A Head teacher shall do this… and 
that is what law demands. It is too… too legalistic… very legalistic… (Lawrence) 

Another tutor voiced his concern: 

So I think the trend of life now makes it as if teachers are not following the Code of 
Conduct, except that they are following a Code of Conduct which is not theirs. Because the 
world has become scientific, even the children we are teaching are scientific children. The 
way they reason is not the way some of us reasoned when we were in colleges. So it needs 
maybe to reframe the Teacher’s Code of Conduct such that it specifies some other ethics. 
(James) 

In what Munakukama (1997) refers to as a crisis of professional ethics, he argues that 
rules have been overtaken by the forces of social change; that they have become 
inadequate in content, superficial and grossly limited in application. The participants 
suggested that the Teacher’s Code of Conduct should be revised and simplified so that 
it is more feasible, relevant and practical to the teachers. 

Effectiveness 
The participants were concerned that the mechanisms through which information about 
the code was disseminated to the trainees were ineffective. They observed that since 
information about the Teachers’ Code of Conduct was usually transferred in the form 
of a lesson, the students and the teachers most likely interpreted the code like other 
academic courses that were taught for purposes of passing examinations. This was 
forwarded as the reason why many teachers hardly recalled the contents of the code. It 
was also argued that the code could be made more functional if there were proper 
programmes in place to institutionalise it: 

They teach it but they have no programmes to institute it… Ethics, my code of conduct, 
must go through certain programmes… They teach it like theory, like it is going to be 
conducted as an exam, but they don’t have programmes which change people’s minds. To 
change the people’s conduct, you must take them through certain experiences. It is not an 
academic chapter in the curriculum. If you want, for example, teachers to speak well, do you 
have speaking well programmes in the TTC? If you want them to walk well, do you have 
programmes which teach them to walk well? If you want them to share knowledge… shared 
thinking, do you have group discussions and group programmes with them? So people go 
there and they have not been changed because conduct is changed mentally and emotionally.  
(Maddie) 

Other participants perceived the teachers’ code as an instrument for curtailing the 
freedoms and rights of the teachers. They emphasised that the code was restrictive in 
nature, and failed to provide a clear balance between the teacher’s rights and 
responsibilities. Therefore, even when a fraction of teachers appeared to be fairly 
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they are teaching, some of them have never looked at it. If you interviewed some students 
and some teachers in schools, you will find that they don’t know about it. (John) 
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informed about the contents of the code, they were neither committed to it nor showed 
any remorse about violations of the code. Mark, a tutor, commented: 

They supply us with a Code of Conduct, but where are the copies of the rights of civil 
servants? It has never been shown to teachers. So in a way it makes it look like a teacher is 
supposed to be reprimanded using those laws… Now the Teachers’ Code of Conduct is 
telling me that I should not do certain things. It is the same Code of Conduct saying if I want 
to drink, I must drink in my house. Human rights say there is free association. Now what do 
I do? Which one do I follow? Of course I follow the one of majority. I will struggle for my 
rights. (Mark) 

Another youthful teacher confessed to not honouring the Teachers’ Code of Conduct: 

Now with the Teachers’ Code of Conduct, not all teachers are fulfilling it. They tell us to 
behave well… Our tutors tell us to be role models everywhere we go, particularly in the 
dressing code. Teachers’ Code of Conduct, they tell us to… those things we know but we 
don’t do. (Stephen) 

A majority of those who were interviewed admitted that the copies of the Teachers’ 
Code of Conduct were readily available but they were reluctant to take a step towards 
understanding what it entails. Others explained that it failed to define the core 
competences against which the practices of teachers could be measured. It was 
observed that the Teachers’ Code of Conduct could be more effective if the ordinary 
person understood its contents so that they hold teachers to account. Maddie suggested 
that proper mechanisms and functional systems should be enacted in the process of 
rolling out information on the code. He recommended a more vigilant monitoring and 
evaluation system in order to establish the implementation challenges and its 
effectiveness: 

You have a code of conduct which is documented, but are there core competencies? For 
example, if we wanted the core competencies of a Grade 3 teacher, are they there?  Is it 
listed down so that you go and measure them? The moment you don’t have measurable 
competencies, then you cannot talk of ethics. Ethics is an emotion process; it is an action 
process. How do we institute ethics? How I dance are ethics, how I speak, but we don’t have 
anything against which we can measure at any moment in time the Teachers’ Code of 
Conduct. (Maddie) 

Sanctions 
Codes could create a positive public identity and lead to a more supportive political 
and regulatory environment if they were properly administered or followed (Fry and 
Johnstone, 2009; Campbell, 2003). As a regulatory instrument, the Teachers’ Code of 
Conduct for Uganda identifies boundaries for disciplinary action against teachers who 
commit disciplinary offences. For example, absence from duty, misconduct or 
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inefficiencies could result in suspension from duty. Other actions to be taken could be 
issuance of a warning letter, permanent reduction of salary, reprimand, suspension or 
revocation of the licence of the affected teacher (MoPS, Teachers’ Code of Conduct, 
2012).  
 Participants identified weaknesses such as failure by the government to take 
punitive action on those who went against the law as perpetuating misconduct. They 
blamed government officials for receiving bribes and kickbacks from teachers to 
secure better postings and promotions despite their scandals. Bennell (2004) observed 
that the teachers who paid bribes to secure employment and desired postings did not 
feel accountable to school management, parents or the wider community. According to 
the World Bank (2007b), corruption in the education sector damages the opportunities 
of those who have to go to school. It also has the consequence of raising a generation 
that comes to believe that personal effort and merit do not count and that success 
comes through manipulation, favouritism and bribery. In the same vain, Kadima 
commented: 

People commit crimes knowingly or unknowingly but if there is a law enforced, somebody 
will refrain from doing bad things fearing the law. But because the law does not punish 
enough… then the teachers… when you hear some people have done this… arrested, not 
prosecuted… a report ends like that. So there is no enforcement from government. I will not 
say that the teachers are criminals but the community through which we serve has people 
who are visibly criminals but go away with it. It sends a bad practice. So you find teachers 
suffering consequences of those malpractices in the community. (Kadima) 

It was suggested that government in collaboration with the communities should 
strengthen the law against teachers who commit crimes. Nevertheless, laws alone are 
not enough for teachers to carry out their responsibilities, especially when they 
perceive themselves as marginalised. The World Bank (2007b) argues that whether or 
not rules and regulations get implemented and are successful depends on stakeholder 
knowledge and support for the implementation processes. A challenge for Uganda is 
that the stakeholders are not fully aware that a code for teachers and the possibility of 
sanctions on teacher misconduct exist (UNESCO, 2009). 

5.4 Teachers’ union 
A formal organisation for teachers is necessary to improve the conditions of service, 
and can work as a self-regulating body for implementing and strengthening 
professionalism. The participants of this study stated that a formal organisation was not 
only important for the teachers to voice their concerns but was necessary to help devise 
strong measures for regulating the integrity of the teaching profession. However, they 
mentioned that the most functional teachers’ union in the country, the Uganda National 
Teachers’ Union (UNATU), was neither working ably as a self-regulating body to 
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unite nor improving the working conditions. They believed that UNATU did not enjoy 
significant recognition from both the government and the teachers. 
 Several challenges were identified as facing UNATU. First, membership is limited 
because it is not mandatory for all teachers to subscribe to the union (also see World 
Bank, 2007b). Second, the teachers asserted that the teachers’ union did not have a 
clear leadership and capacity to engage meaningfully with the government. Some 
participants indicated that they were not attracted to the union because they did not 
anticipate much benefit. Others reasoned that the union had been weakened through 
scandals of corruption and wrangles within the union leadership, thus limiting the force 
that could promote the interests of teachers. 
 Tiberondwa (1975) indicates that divisionism within the union ranks has eroded the 
integrity of the teaching fraternity in Uganda since the beginning of the formal 
organisation of teachers. Therefore, most participants noted that teachers had failed to 
come up with a strong force through which they could fight for improvement of their 
conditions. The weak status of the union was perceived as pushing the teachers into 
compromising situations. An official from the ministry commented: 

Something is going wrong within every profession and we have to touch these issues from 
all angles. Each one of us has some to degree to blame. With UNATU, the day you will hear 
there is a strike because a teacher has raped a child, a Head teacher who does not come to 
school, or talk about what a teacher is supposed do… Have you ever heard any UNATU 
person taking action on a teacher who has defiled a child? The people who are there to make 
teachers contain their dignity or integrity have now joined them. (Margret) 

5.5 Public perceptions of the teaching profession 
The participants stressed that teachers in Uganda no longer command the social respect 
that they enjoyed in the past. The weakening status of the teaching profession was 
perceived as impacting on the teachers’ morale and enthusiasm to work. It was 
observed that as society tends towards defining status and social influence in terms of 
material possessions, teachers were perceived as falling in the low socioeconomic class 
and teaching was increasingly being portrayed as an occupation of the poor and those 
who did not have better things to do for a living. It was pointed out that the negative 
publicity on teachers’ conditions of work evoked embarrassment from the community, 
ridicule and humiliation, especially by those who did not achieve much schooling 
themselves but nevertheless were considered to be more successful than the teachers. 
Remmy shared his unpleasant experience:  

One time, you know these guys always they take us… so one day a Boda boda guy [one 
who transports people on a motor bike] said to me, “Teacher, you only win me in one thing, 
getting up in the morning and you put on smartly a tie and clean shoes, and you go to work, 
but there is nothing more… the money you get, I cannot work for it.” (Remmy) 
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Another teacher recounted a humiliating experience: 

…And he said, “I am a Primary 4 graduate but wouldn’t wish to become a teacher… You 
people, you have read books and read and read [highly learned] … thank you for inviting us 
for your graduation parties [the only noticeable achievement].” So you can imagine how 
professionals are minimised, to the extent that a Primary 4 graduate can boastfully [belittle a 
teacher] … that we are professionals! And indeed when he is talking, he is money [a 
successful and wealthy business man who sees little worth in being a primary school 
teacher]. Why shouldn’t somebody lose morale with such experience… such a humiliation! 
…Where do you get the motivation? (Sylvia). 

The experience of the belittling of teachers by the public is again shared by Kadima: 

When you go to a private doctor, he will ask you, “Which work do you do?” “I am a 
teacher.” “Ooh… ooh... that means I prescribe for you aah cheap drugs you can afford.” … 
not which can suppress the sickness, because everybody knows the plight of a teacher. It is 
very pathetic. You cannot even put your head out in public because if anybody ever 
recognises you as a teacher in public, they always say sorry. Or sorry, you are a teacher? 
That is the first thing they say. So teachers don’t want to come out because the public looks 
at you… (Kadima) 

Contemporary society tends towards a more materialistic stance to life, thus, people are 
gradually shifting towards interpreting the success of professionals in terms of how 
much money they earn, what property they own, or how well and smart they appear.  
 Finally, narratives of teachers in the rural schools indicated that they experienced 
enormous pressure and tension due to constant demands for material help from 
relatives and friends. As pointed out by Ssekamwa (2000), a teacher in the village is 
considered to be rich because the majority of the villagers lack constant income. 
Failure of teachers to yield to their relatives and friends demands resulted in envy, 
jealousy and wrangles. The teachers also emphasised that working near home limited 
their exposure to new learning opportunities that could enhance their knowledge. 
Apparently, their interactions were limited to rural networks with local kinsmen who 
did not see much value in education. In any case, education should have resulted in 
prestigious degrees and eventually better jobs away from the village (Tukundane at al., 
2013). It was also mentioned that teaching was regarded as a simple job, especially 
when a teacher was perceived to have been academically weak while at school. Aware 
of their academic backgrounds, the village folks who may have attended school with 
the teachers hardly respected them. 

Low public perception impacts on teachers 
It was stated that the increasingly negative public remarks made about teachers 
demoralised them and destroyed their self-confidence, caused unease, fear and low 
esteem that affected job stability and commitment in the long run. This was provided 
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as the reason for a less caring attitude amongst the teachers who felt their effort was 
not appreciated: 

The first thing I have noted is something to do with lack of confidence… Teachers, 
especially those in primary schools, do not believe in themselves. They do not believe that 
they can make the best out of that situation. They think they cannot do anything good. The 
issue [is] to do with lack of motivation. (Willard) 

The narratives indicated an increasing trend amongst teachers towards seeking 
opportunities outside the teaching profession. The majority admitted being either 
engaged in private businesses, working at a second job or seeking more qualifications 
through upgrading, purposely to better their living conditions. The reduced presence of 
teachers at schools meant that they committed less time to their professional duties 
such as forging friendships or taking interest in the non-academic needs of the learners. 
The following excerpt from an interview with Maddie gives a summary of this: 

There is something wrong. the teachers today don’t understand the learner, absolutely, and I 
don’t think that the average teacher wants to get the life of the child to improve. They are 
just doing a job. When we come to the ethics, a teacher is selfish, a teacher is unsure. The 
teacher is not confident. The teacher, actually, is scared of the learner on the whole. The 
teacher is not sure of what he is delivering, is not sure of how to relate, and of what to do. 
(Maddie) 

The problems sketched above, each with its own magnitude and intensity, were thought 
to be threatening the teachers’ identity. The teachers explained that they found it 
difficult to assert themselves on equal grounds or to forge effective links with the 
community as other professionals. Some participants perceived their low influence as a 
form of social exclusion and marginalisation. A statement made by John elaborates on 
this: 

A teacher is now playing a back-stair role in society, and some teachers would be ashamed 
to be known that they are teachers. Normally, you see, poverty has brought a lot of 
problems. You see this is brought about by the salary issue. A teacher does not dress smartly 
when the other people are smart. These things also do affect the teacher. (John) 

Declining respect for teachers in society was found to have a great impact on the way 
school children perceived the profession. Below are some of the views expressed by 
the children when asked if they would consider teaching for a future career: 

 I think teachers suffer a lot with a big number of children. I may get confused 
teaching a noisy class. 

 I would not like to go through the stress teachers go through. This even causes 
death. 

 Teachers shout a lot and even if they are sick, they come to school. 
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 The government of Uganda pays teachers badly and they cannot support 
themselves. 

 I see how teachers suffer through my mum. One hardly has time for oneself due to 
hectic work 

 I don’t have the patience to deal with demanding students and parents. 
 Not in my dream to become a teacher. The young children make teachers tired, 

they are paid a low salary and yet they do good work. 

5.6 Future hopes for the teaching profession 
On the question of what the future holds for the teaching profession, varied views were 
given by the participants. Some did not anticipate better reforms in the near future, 
while others were fairly optimistic. Lawrence, a retired Principal, expressed this view: 

The quality of a teacher is now improving, but of course when you go to those… those who 
came with failed documents, they were drunkards… most of them were drunkards. We had 
many of them and many others are still teaching and I know this. They are there. Forged 
documents! But the government wanted teachers’ colleges to exist, and now the principals 
were told, if you don’t recruit, we shall close your college. So we had to take anything. It is 
true, and by then, I was in the system. For the teachers that are incompetent, they are still 
there, until that system goes out… I mean that group, that cluster, goes out of the system, 
education is not there. Because much as now we are getting good teachers, the old teachers 
who are incompetent are still in the system. (Lawrence) 

Daniel, a Head teacher, commented: 

This is what I have to say and this is my experience. Teachers are there. They are teaching 
and the moral quality is still high in a good number, apart from what I will call scattered 
incidents, where you hear the teacher has defiled children, where you hear teachers drinking 
and become a nuisance, I think those are there… (Daniel) 

Jane, a tutor, also gave her opinion of hope from the perspective of the social influence 
of teachers: 

Many teachers are conscious of what they do in society, because the society expects too 
much of them and they really try their best to behave well. But, of course, as you know, 
human beings have weaknesses and also certain problems here and there. sometimes we fall 
short of that, but in most cases teachers try their best… In society, when a teacher is in a 
place, whoever is going to be called to do something, they will say, okay Musomesa 
[teacher] you are there, do this. The teacher is the one who is looked at even in the local 
community. In the villages, it is the teacher. So because of that, many teachers are really 
conscious. But on the other hand also we have a few who sometimes do not behave in the 
way that is expected. That is why sometimes, when these issues like defilement of young 
girls and so on, it is really magnified so much because a teacher is expected to behave 
almost like an angel. (Jane) 
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The views shared by Lawrence, Daniel and Jane suggest that the majority of the 
teachers were doing their work relatively well. While acknowledging that there were 
scattered incidences of wrong actions that impacted on the public image of teachers, 
they seemed to disagree with the largely generalised negative publicity. The opinions 
shared by Lawrence, Daniel and Jane are corroborated by what Yana said in the 
context of parents: 

This is why I told you that the behavior of teachers in the community… teachers conduct 
themselves well. They do not quarrel with people, and they don’t abuse people. They go and 
drink, true, but drinking is not bad when you like your work, because you cannot get the 
time for work and you go drinking. This is where I see that teachers should change; they 
should change and love their job, love their country, love their school and love the children 
they teach. There they will teach children well, and the teachers will be well. (Yana) 

Yana’s submission seems to re-echo what the other participants expressed in the 
narratives. He was concerned about the teachers who engaged in drinking at the time 
for work. Yana suggested that the teachers needed to change attitudes to their work, 
plan their time well, and provide a balance between work and leisure. The excerpt ends 
with a call to teachers to love their work, their country, their schools, and the children 
they teach, which tends to fit pretty well within the concepts of reflection and 
collective engagement that this study commends for improving upon practice. It was 
emphasised that the parents appreciated respected and supported teachers who were 
committed, hardworking and those who conducted themselves well in society. 

Call for individual action 
Professionals have a role to play in safeguarding their image in public. Thus, the 
participants argued that the negative publicity about teachers was caused by the failure 
to embrace good social practices. Acts such as alcoholism, late arrivals and early 
departures from school, sexual abuse of the learners, and engaging in extra marital 
affairs tainted the image of the profession. The inability of the children to master 
content and pass examinations was largely interpreted as a failure of the teachers 
because the public expected good academic results from them. It was emphasised that 
the nature of the teachers’ work requires them to conduct themselves as role models for 
the children and the communities:  

Currently the community sees us very negatively because of their expectations from us, and 
we have also contributed to that negative perception. Their perception of us is that as 
teachers we are supposed to be very upright, well behaved. Today you find teachers in a 
number of scandals. Part of it is defiling our children! Whenever a teacher loves a child or 
defiles a child, one teacher, but it spreads to other teachers. Two, we have perceived 
ourselves as inferior in the society. Some will say, “For me I am a mere teacher”, and if you 
are saying that in the community, what are they going to do with you? We have not valued 
ourselves in the way we behave, in the way we talk, in the way we perceive ourselves. We 
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have ideas that we have not put in use. We have portrayed the image that we are very 
poor… what has the public have to do with a poor person? A poor person will hardly be 
respected in the society… conducting ourselves in the way that is unbecoming, let alone not 
producing good results. (Daniel) 

Whereas the majority of participants held negative feelings about the status of the 
teaching profession, a good number shared positive experiences in their careers and 
counted themselves as successful. Such teachers assert that through commitment and 
hard work, they had achieved as much as their colleagues in other professions. The 
teachers who fell into this category confessed to have gained material and educational 
benefits. They called upon fellow teachers to take charge of their destinies instead of 
lamenting. They considered the values of creativity, discipline and self-reliance as 
earning teachers respect in society. Kadima, who had worked as a primary school 
teacher for the last 37 years, commented that teaching could be rewarding with proper 
planning:  

I have got a house in Kampala [city]. I live in my own house. I bought 10 acres of land out 
of my job, but I didn’t cheat anybody. Other people fail to live within the limits of their 
economy because they stretch to live other people’s lives. Teachers should adjust and live 
within their own means… they should not live the life of other people. (Kadima) 

Kadima argued that teachers should utilise their resources effectively and creatively, 
stressing that no amount of money was enough. Daniel, a Head teacher, suggested that 
using free time to engage in constructive activities could supplement the teacher’s 
income rather than presenting themselves as vulnerable. Many teachers disclosed that 
they benefited greatly by engaging in a range of activities such as farming and private 
businesses. This, of course, may have negative repercussions such as giving less 
priority to the teaching responsibility (World Bank, 2007b). 

5.7 Concluding reflections 
This chapter has provided a broader picture of the experiences, opinions and 
perceptions of different stakeholders on the state of the teaching profession and 
teachers in Uganda. It builds on the historical chapter 3 which also pointed to similar 
challenges in the teaching profession in Uganda. The findings show that some of the 
issues that threatened the profession in the past such as lack of effective participation 
still continue. For instance, teaching enjoyed a relatively higher status in the past, 
nevertheless, it was a context of following rules. Therefore, even when the teachers 
experienced some limitations in the working conditions, they were obliged to remain 
loyal to their missionary masters. 
 This chapter indicates that the status of the teaching professions has weakened 
further. Individual issues such as the choice to become a teacher impact greatly on 
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attitudes and the degree of job commitment. Factors at the macro level, such as the 
challenges with teacher training and management, including the role and effectiveness 
of the Teachers’ Code of Conduct for Uganda were found to be crucial in impacting 
the integrity of teachers. Other challenges, like the teachers’ conditions of work and 
their social interactions, lack of motivation, inadequate skills, negative publicity, and 
lack of recognition, and inadequate involvement of teachers in the planning processes 
at the policy level were also perceived to be rendering the profession less attractive. 
 The findings reveal the need for teachers to be more creative and innovative, not 
only as they interact with children during the learning processes, but also by engaging 
in productive activities outside the school that may turn them into role models and 
community leaders. It also points to the importance of adhering to individual values of 
self- respect, hard work and commitment as being instrumental for improving the 
status of the profession just as it was echoed in chapter 3. 
 With this broad background, the next chapter provides an insight into school-
specific factors, basing on the experiences of teachers and pupils at Nakasero Primary 
School. Although this school is relatively better in terms of physical infrastructures, the 
challenges faced by teachers reflect the overall picture of the situation of teachers 
elsewhere in the country. We then proceed to chapter seven which presents dilemmas 
formed out of the teachers’ experiences and shows the strategies teachers undertake to 
confront the professional challenges in their daily work routine. This will be followed 
by chapter eight which elaborates how this particular research project worked jointly 
with the teachers and facilitated a process of empowering them to engage in 
meaningful collaboration at the school level. 
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Chapter 6: Professionalism and Integrity in Teaching: Narratives from 
Nakasero Primary School 

…you find there are some benefits that we have that are not in other schools. That is why 
somebody will prefer to be here than in any other school. I am not saying it is the best… 
there are other schools, but in terms of other UPE schools… because when we are 
comparing, we talk of UPE. (Sylvia)  

This chapter presents research findings on teacher professional integrity, gathered 
during phase 2 of this study and aiming at establishing a common ground with the 
participants. It focuses on a concrete school case, following chapter five that gave a 
broader overview of data generated in phase 1 through literature sources, FGDs and 
interviews with a range of stakeholders on the state of professionalism and integrity of 
teachers in Uganda. Thus, the chapter gives insights into specific school experiences 
and perceptions of teachers at Nakasero Primary School, where the major part of the 
study was conducted. This is supplemented with views from school administrators, 
learners and the parents. Before presenting findings, it is important to understand the 
steps that were taken during the research process. 

6.1 The research process 
Nakasero primary school was selected as the major research focus for this study for 
several reasons as explained in chapter four. Nakasero gave easy access to the school 
process following the impressive response from the Head teacher at the time of 
introducing the idea of the research. Such support was necessary because the goal of 
the research required working with the teachers to develop sustainable innovations that 
could improve their practices. Thus, the process involved much more than obtaining 
information. It aimed to gain an emic understanding of the situation of the teachers 
through prolonged interactions and learning processes with the school community. It 
also required substantial commitment and active participation of teachers and other 
stakeholders in the research right from the start.  
 Thus, the process involved both formal and informal visits to the school, 
observations and attendance of staff meetings and other school events, in order to get a 
detailed understanding of the social setting and events (Hennink et al., 2011). Parallel 
to this, I conducted in-depth interviews, initially with 13 teachers. However, incidental 
observation, group discussions on innovations, and small workshops to discuss issues 
of importance with the teachers continued throughout the research. 
 Findings in this chapter are presented under five sections, following the themes that 
emerged at the time of data analysis. Several relevant aspects such as motivations, 
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values and actual practices were uncovered by this study. The first section explains the 
motivations to work in this school in order to show the differences in perceptions of 
teachers in different work contexts in Uganda. This is followed by section two that 
highlights the specific values that are emphasised at the school. Section three explores 
the good practices, while section four points out the common weaknesses that the 
teachers portray while interacting with learners. The last section explains the barriers 
and specific school challenges that impact professional integrity. 

6.2  Motivations  
To get a holistic perspective, the study sought to find out what motivated teachers to 
teach at Nakasero Primary School in contemporary times. Just like Sylvia in the 
opening excerpt, other teachers too, gave impressive views as to why they thought 
teaching at Nakasero was preferred. Among them was Willard who revealed: 

I am proud of being at Nakasero. In 2002 the best child in PLE [Primary Leaving 
Examinations] in the whole country came from Nakasero… So every year, our performance 
has been up there. So I feel if I do not go to Nakasero, which other school should I go to 
really? (Willard) 

Willard’s expression of pride, identity and belonging is similar to that of other teachers 
who emphasised several factors, including the personal love for the job, had motivated 
them to work at this school. I categorised these as: individual, institutional and others. 
 

Table 3 Motivations to work at Nakasero 

Individual Institutional Others 

 
Love for the job 

 
 Location of the school 
 The academic standard of the school 
 Better facilities 

• infrastructure 
• utilities 
• teachers houses 

 

 
 Type of learners 
 Discipline of learners 
 Support from the parents 
 Benefits and privileges 

• one’s biological children can study 
for free 

• meals for teachers 

 

Individual factors 
At a more personal level, the teachers revealed that their love for the job motivated 
them to teach. Their interpretation seemed to be inclined to the intrinsic factor of 
gaining job satisfaction after doing a ‘good’ job and attaining desirable outcomes. For 
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instance, Rebecca explained that she found her job fulfilling and loved it more 
especially when the children performed well:  

I love teaching, I love teaching… I love the profession especially when children do well, I 
get motivated, and when they are performing poorly I feel bad and I normally look for ways 
of making them improve. That is the motivation. I think … I like my job. I don’t know why 
I like it, but I like it. I come, teach and go away and the things which make me very happy is 
when those learners pass. When they perform well, that is when I get encouraged. (Rebecca) 

Teachers also mentioned that, the school had maintained a high reputation for posting 
best results in Primary Leaving Examinations (PLE) in the country since the 
introduction of UPE, which in their view boosted morale and enthusiasm. For instance, 
both Rebecca and Willard above indicated that they got their motivation to work hard 
by the good performance of the learners. Rebecca explained that she was not happy 
when children did not perform well and this pushed her to devise strategies of making 
them improve.  
 Sylvia also shared her personal satisfaction with the good performance of learners. 
She revealed that she was proud to be identified with Nakasero Primary School. Just 
like Rebecca, she narrated that she was pushed to work hard so that children perform 
well. She considered the schools that did not perform well as shameful and did not 
want to be associated with them: 

…you also must think of the pride as a teacher teaching in Nakasero. When Primary 
Leaving Examination results come, we all rush to the headmaster’s office to question how 
many 4s have we got? Then the next, how many first grades, how many failures? And we 
have never registered a failure in Nakasero. So anybody would want to be associated with a 
school which does not have failures. So that one also pushes you to work hard. The 
performance of any place, the good performance motivates you. Anyone would want to be 
associated with a successful school. Why would I want to be associated with a shameful 
school? So actually the success of any place motivates you. (Sylvia) 

The teachers also pointed out that the type of learners was significant for their 
motivation and for ensuring a successful school system. They explained that children 
of Nakasero Primary School were more organised, disciplined and had a more positive 
attitude to learning as compared to those elsewhere: 

So this school, I have seen there is a difference between this school and (another school) in 
that the children here are very active. Children are disciplined. They like learning. Actually 
they are not as dull as other children. You can ask them something and you find that they are 
together with the teachers and answer it very well. Even the performance of children, I have 
liked it so far. And the reading habits… these children can read very well and write. There 
are places where children cannot even write their names, just spelling a name. (Johann) 

Table 3: Motivations to work at Nakasero
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However, the teachers also shared narratives which showed that there were small cases 
of indiscipline among children. They attributed this to lack of effective parenting and 
due to the opportunities and dangers that were brought about with the increased 
exposure especially for such children that lived in city suburbs. Consequently, even 
though teachers were quite satisfied that children’s interface with the media had helped 
them to acquire broader knowledge on certain issues, they explained that the majority 
of them needed extra guidance and counseling in order to understand the dangers in 
their environment: 

They are exposed… that exposure, they look at so many things. They look at the films. 
Some of them know how to read. They read the newspapers, as they come to school every 
morning, you find them reading. So sometimes that exposure is making them 
undisciplined… so a teacher has become a teacher but at the same time a counselor. You 
teach them, you counsel them, you tell them what is right and what is wrong. (Rebecca) 

Another motivating factor was that teachers perceived Nakasero as a ‘model school’ 
for best practices regardless of its current UPE status. Teachers mentioned that major 
government projects were piloted in the school, thus gaining them better access to new 
knowledge and skills. They added that such exposure had provided opportunities for 
some teachers to take leadership positions on different national committees such as the 
Uganda National Teacher Union (UNATU) and the National Primary Head Teachers 
Association. They perceived serving on these committees as exerting considerable 
influence on the functioning of their profession, as well as earning them recognition in 
the societies where they lived and worked. It was also reported to have boosted their 
confidence and self-esteem through social interactions and networks.  
 Related to the above, some teachers revealed that the school placed them in 
favourable positions and exposed them to a number of opportunities. For instance, 
several teachers were found to have travelled to other countries. They explained that it 
enabled them to acquire exceptional knowledge and skills on best practices, which they 
then introduced in the school. Others had enhanced their social and economic 
capabilities through acquiring material assets and attaining additional educational 
qualifications. These achievements had earned them social status, more especially in 
Uganda, where success is counted on material acquisitions. This was expressed by 
Willard in the following words: 

I have been able to serve on all those committees while here. As a person, I have been able 
to wed while at Nakasero, I got my kids while at Nakasero, I have been able to upgrade 
while at Nakasero, I have constructed a house while at Nakasero... I feel I am at per 
[achievements) with my colleagues with whom I went to school. (Willard) 
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Institutional factors 
Teachers mentioned that the location of the school in an affluent part of the city 
enabled easy access for them. Female teachers constituted the majority of the teaching 
staff because their spouses worked in government departments near the school. 
Therefore, it eased transport especially for those who had family cars. 
 Moreover, teachers like Willard narrated that they got opportunities to interact and 
‘rub shoulders’ with important people among government employees and the parents. 
And for the teachers who enjoyed creating extra networks through social activities, 
Willard explained that this was possible because of the proximity of the school to most 
of the services: 

Another thing is the address itself, for example I have been able to serve in different areas 
after work simply because of this. If I was serving in another area, I would be relating with 
maybe [people of low status]. But because I am in town here and I am assured of an address, 
therefore I can see that I move after work, attend meetings, play games. For example, I go 
for basketball in the evening. What I wanted was a place that would enable me exploit my 
potential. (Willard) 

Willard’s narrative suggests that working at Nakasero helped him achieve the dream of 
exploiting his potential. By mentioning “the address itself”, he implies that identifying 
with the school placed teachers at a certain privileged status. Thus, proximity, contact 
with government employees and parents, stood out as special advantages for teaching 
at Nakasero. 
 In addition, this study found that the facilities in the school, such as teachers’ 
houses, classroom infrastructure and other utilities, placed teachers in a more 
privileged position. The reason for better facilities could probably have been because 
of the school’s background, but I observed that the facilities in this school were fairly 
maintained. It was also found that the school had reasonable office and classroom 
space, furniture, sanitation and sports facilities. Therefore, teachers indicated that it 
was less challenging to work in Nakasero than in other UPE schools that were more 
deprived: 

And the school is accommodating me and this is one of the privileges… and in a 
comfortable place, by the way. Now why can’t I pay the school in the same way? It is better 
than someone who is staying in… who is right now at the park struggling. (Sylvia) 

Other factors 
Besides the facilities, teachers pointed to a range of privileges that they gained while 
working at this school. Among them was that meals were served to them at break and 
lunch time. They also considered educating their children in the school an advantage 
because they were not required to make any additional payments like other parents. 
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Moreover, the top- up (additional money) that teachers in this school received helped 
to cover the daily transport costs for the commuting staff. Even when the money was 
modest in real terms, they mentioned that other schools did not afford to pay teachers 
any extras: 

And the top-up… in fact in many schools, they are not getting anything. Here, there was a 
meeting which brought in something related to PTA, because parents are paying some 
money… related to paying money for food. Here, at least once in a week, they give teachers 
a special meal, a good meal for all the teachers… which is not in other schools. At least 
here, you are allowed two biological children to study for free from Primary 1 to Primary 7. 
(Johann) 

Furthermore, Johann mentioned that some parents, out of personal will, awarded 
teachers’ incentives, which greatly sustained their morale. He indicated that a section 
of parents were able and willing to contribute towards better education for their 
children. This was possible because of the advantaged location of the school within the 
city where the majority of the parents either had permanent government jobs or 
engaged in private businesses: 

Also, we are given parents to talk to. There are parents who compromise with you and they 
give you something… some small money which can sustain you; you can enjoy your work. 
(Johann) 

As noted by Johann, teachers were highly motivated when they received extra 
facilitation from the parents. This pointed to some form of recognition and appreciation 
for the work done. However, although such voluntary initiatives by the parents were 
commended as a practice of courtesy, giving tokens to teachers was highly criticised by 
a section of teachers and parents as leading to learner favoritism, tension and 
misunderstandings among the teachers. A parent who was not impressed with the 
negative consequences of this practice narrated her experience: 

My son has a problem with his eyes and he was made to sit in a place where he complained 
that he was not seeing the work on the chalkboard well. I went to talk to the teacher so that 
they could change him to a front seat… but do you know what the teacher asked me… 
mama (name of child), is your boy in extra? You have to put him in extra so that we get him 
a front seat… (Jessica) 

We found that in this school, the parents who could afford to, paid money to the 
teachers to privately give extra lessons to their children. Such practices undermine the 
service ideal of the profession because it leads to exclusion of the children who could 
not afford to pay extra. It also tarnished the public image of teachers, especially by 
those parents who were less capable of providing the extra token.  
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 Apart from the incentives, it was reported that the parents of children at Nakasero 
responded positively whenever they were called upon to facilitate teachers. For 
instance, in the past, parents had funded the construction of a staff house. They also 
turned up in large numbers for school events such as concerts and sports days. Their 
participation in school activities boosted the morale of the teachers and children, and 
provided opportunities for the teachers to meet with parents to discuss children’s 
concerns: 

Uuh, they come to you and say, you know, “My mother is very harsh. She can beat…” Then 
you begin asking, how does she beat, when does she beat? If the parent is good and comes 
around, you first study the face. If the parent is not going to act mutually, you don’t 
approach the parent first but, with time, you tell the parent. But technically, if she is a good 
parent, they will change and start listening to the child. (Rebecca) 

Rebecca’s narrative suggests that teachers listened to the children and gave feedback to 
the parents. It also indicates that teachers put effort into learning more about the 
children’s welfare outside the school. This strengthened relationship between teachers 
and the parents, and as well, motivating children to learn. 
 It was noted that Nakasero Primary School, because of the affluence and status it 
has enjoyed for years, had produced the majority of the more successful and influential 
people in Ugandan society. Among them were prominent politicians, medics, 
musicians and people in academia. Therefore, teachers also gained pride and 
satisfaction whenever they were recognised by their former pupils, who in return 
rewarded them in several forms: 

One thing that associates me to a successful place is much as we feel we are not rewarded 
but sometimes you go to the hospital and you find a child you taught and will say, “Uuh, 
madam, here is a child you taught as a student…”, but at least you feel he has recognised 
you. Several times… I used not to pay transport. You find somebody either stopping, 
“Madam, can I give you a lift”, [when] you can’t even recall [them]. This brings pride in 
you. (Sylvia) 

6.3.  Commonly held values and guiding principles at the school 
The majority of those interviewed believed that it was important to uphold the values 
of the teaching profession as prescribed by the Teachers’ Code of Conduct. For 
instance, they quickly recalled that acts of conduct, such as time keeping, observing 
proper dress code and appropriate conduct during interaction with the learners, are 
important for teachers:  

As you know if you are a teacher, first of all a teacher must be presentable. The children you 
teach must see that you are at least a smart man, a smart teacher. Because whatever you talk, 
when you are disorganised, when you come to class with a torn shirt, children will be 
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looking at that torn part. And then another thing, you should be audible and with a good 
commanding language, approachable, friendly to children, not using abusive 
language…And the other thing also, time management is very important in our profession, 
class control is very important, decision-making in our profession is also very important, 
guidance and counseling. And as a teacher you are expected to prepare before you go to talk 
to the children. Without preparing, you cannot teach your lesson properly. You prepare and 
whatever you do is always documented in the prep book you use. (Johann) 

Apart from appealing to general knowledge of what was regarded as acceptable 
conduct, their submissions revealed a remarkable lack of knowledge on what the entire 
Code of Conduct entailed. Other teachers maintained that the code by itself was not 
capable of regulating their actions. They pointed to the necessity for individual 
teachers to set personal principles and adhere to them. They proposed that the teachers 
needed to exercise self-control and to develop a clear understanding that their unique 
role obliged them to be exemplary. For instance, most teachers agreed that elements of 
integrity, such as honesty, trustworthiness and being transparent with colleagues, were 
vital. In addition, teachers upheld the significance of being kind, caring, approachable 
and friendly, and acting like parents to the children. They stressed that good conduct, 
on the side of the teacher, simplified work. 
 Teachers also acknowledged the value of hard work and pointed to the importance 
of leading a focused life. They asserted that it was only when teachers worked hard 
work that they can improve their social and economic welfare. For instance, they stated 
that a culture of hard work, peer guidance and healthy competition prevailed among 
them. They also explained that besides the general urge to produce academic results, 
they struggled to develop themselves socially and economically by learning and 
adapting certain practices from their colleagues. Willard, for instance, narrated that he 
was motivated to work hard after getting advice from a colleague: 

There is this issue whereby, when you get to a certain community, sometimes community 
influences you. When I got here someone told me, “You have come here a teacher, you need 
to work hard, you need to make your life better.” So that trickled my mind. (Willard) 

Rebecca believed that teachers may achieve great benefits if they are more creative and 
innovative. While recounting experiences on the differences between teachers of her 
school time and the teachers of today, she commented: 

These teachers are so instrumental. They are so instrumental in that some… most of them 
have come from one level to another. For example, they have interest in studying. You find 
a teacher… in fact in the villages you find people saying, “A mere teacher having a degree?” 
They are so instrumental that they even have some small businesses running aside with their 
salary so that they can improve on their wellbeing. They are not stagnant like the teachers of 
those days... that is what I see with them. (Rebecca) 
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Whereas teachers were found to be quite innovative as observed by Rebecca and 
Willard, nonetheless, the strategies they undertook to improve their wellbeing often led 
to negative consequences for job effectiveness, as elaborated in chapter five. 
Nevertheless, the narratives on their personal experiences show that if teachers 
embraced positive elements, such as respect and the value of hard work, they would 
most likely bring about improvement in their lives. They also point to the importance 
of role models in the school community who would guide and inspire other teachers to 
take a positive direction. For instance, Willard, while declaring his personal 
achievements, advised that teachers should endeavour to exploit the available 
opportunities within their work environment. He holds that teachers should refrain 
from the fear, self-pity and lack of confidence that hindered the majority of them from 
embracing hard work and healthy competition.  

6.4 Good practices 
This section elaborates what was singled out during data analysis as good practices 
described in the narratives of the teachers. Thus, there is no claim that these should be 
taken entirely as best practices, but rather to provide an insight into what may count for 
teachers themselves as good practices depending on the differences in their work 
contexts. These are summarised under themes such as identity, participation and 
engagement, concern for the learners and type of school leadership, among others.  

Identifying with the profession 
The teachers who participated in this research considered their identity as ‘teachers’ as 
being more honourable than that of other professions. They understood their profession 
as modeling the conduct of the children and the people in the communities where they 
lived and worked. Adah pointed out that there were higher public expectations of 
positive conduct from them: 

You know, a teacher does something small and is put on the screen; a doctor does a bigger 
thing, nobody recognises it; a politician does a worse thing, nobody thinks about it. So, to an 
extent, you find yourself getting trapped somewhere in a certain line. You find yourself that 
even when you want to do certain things… but what is the public opinion? You have to put 
yourself right. And actually as you’re doing that while you are looking around, is there 
anybody who has seen me? So actually there is that behaviour, the way a teacher is 
supposed to behave in public, not to be seen as a shameful creature. (Adah) 

Adah’s narrative shows that the Nakasero teachers were conscious of their delicate 
social status and subsequent actions, and this was confirmed by Johann: 

But at least, even with our little resources, at least even if we are having little resources, but 
we utilise them so that the point of smartness is at least covered, so that we don’t have to be 
a shame to children. (Johann) 
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Their recognition of the need for self-consciousness and a positive perception of 
identity are important for professional practice because, as pointed out in chapter two, 
identifying with one’s work is a significant step towards developing positive attitudes, 
values and commitments.  

Participation and engagement 
The teachers indicated that there was a considerable degree of consensus amongst staff 
when making major decisions on how they should conduct certain activities in the 
school. It was found that departmental and academic meetings were conducted to 
identify problematic areas. They also discussed strategies for improving performance. 
In addition, teachers of lower primary followed the thematic curriculum developed 
schemes of work, lesson plans and lesson notes jointly so as to ensure uniformity. They 
also noted that they discussed and agreed on reference books and teaching aids. 
Moreover, teachers were encouraged to set personal targets at the opening of the school 
term, upon which they were appraised by the school administration. The Head teacher 
undertook the initiative of enhancing dialogue because he wanted to encourage 
participation and consensus: 

I have tried very, very much… stringently. From the word go, I wanted us to always have 
consensus on everything that we do, and we normally sit in what I call the democratic way. 
We sit in our own way and discuss that this is what we are going to do. And when we say 
this is what we are going to do, we want everybody to work towards that line. (Head 
teacher) 

The narrative of the Head teacher is corroborated by that of Sylvia who confirmed: 

…so we sit down, all of us as staff, and say, “What do we do so that we can keep having 
many children?” So we sit down and we do things together as a staff, we decide on what to 
do… democracy prevails… we sit down and agree on what to do. (Sylvia) 

Furthermore, teachers appreciated the practice of having more than one teacher for 
every class. Nonetheless, this could have been possible because the school was found 
to be relatively well staffed. Having two teachers for every stream ensured that 
children were always attended to and lessened the fatigue of teaching extra because the 
timetable was rotational. It also eased work because they consulted on academic issues 
and assisted each other in case of personal problems. The teachers who lacked 
adequate skills in classroom instruction at the time of entering the school were 
oriented, coached and mentored by experienced teachers to master certain pedagogical 
skills. Such cooperation enhanced collegial collaboration and promoted closer working 
relationships: 
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Teaching with my colleagues, we share, because we share subjects. I am free, if I don’t 
know something I come and ask you, “How do we put across this?” and then we help each 
other. And it has made my work easy because when there is a problem, you go to your 
friend, talk and you solve the problem. That is why I have managed to teach for those… 
these twenty years. I don’t have to keep it to myself. No, I share it out with my colleagues 
and this has helped so much. (Rebecca) 

Whereas teachers like Rebecca applauded the practice of team teaching, nevertheless, 
many of them intimated that ‘pairing’ of teachers was done with favoritism. They also 
revealed that some teachers did not wish to be assigned classes with individuals they 
regarded as lazy, unserious or permanent enemies. They pointed out that children 
suffered whenever ‘enemy teachers’ were put in the same class. Therefore, they feared 
that, because of personal grievances, having two teachers in the same class did not 
guarantee team teaching. It was proposed that the allocation of classes should be done 
with caution in order to avoid creating scenarios that were detrimental to the learners. 

Learner discipline 
To ensure that children understood what kind of conduct and practices were expected 
of them, they were introduced to a ‘Nakasero culture’ by joining the school. Thus, the 
children were encouraged to keep a high level of discipline both within and outside the 
school. For instance, they were informed that punctuality, personal hygiene and 
keeping an orderly and clean school environment were required. Teachers asserted that 
emphasising basic values helped the children to develop certain philosophies that 
would guide their current and future development. 
 Meanwhile, pride was instilled in children by emphasising to them that their school 
was a model school in the country. Subsequently, the children were inspired to conduct 
themselves according to the standards of a model school. It was also found that in this 
school, teachers emphasised that children speak English. They were also required to 
pray and sing the national anthem before they started lessons every morning. This was 
perceived as adding pride to the teachers and learners especially in the Ugandan 
context where speaking English is perceived by the general public as an outcome of a 
successful school system.  
 The Head teacher disclosed that they did not sound bells to alert children to keep 
time. Instead, children were encouraged to be self-driven in ensuring punctuality. In 
addition, class-specific rules and regulations were set jointly by the teachers and the 
children to promote order and discipline. This was intended to create respect and good 
relationships given the diversity within their population. I also found that children 
engaged in different extra-curricular activities such as sports, music, dance and drama, 
and participated actively in non-academic clubs such as Red Cross and Scouting. 
Interacting with children during these activities helped teachers to identify talent, and 
also instilled in children a feeling of personal achievement and self-identity. 
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 Other elements of skills development included introducing children to entrepreneur 
and leadership skills at an early age. For instance, children campaigned for elective 
leadership positions and were actively involved in organising school assemblies. In 
addition, children were engaged in debates and easy writing and drawing competitions 
on specific themes, as well as participating in group discussions to build their 
confidence. It was asserted that engaging children in different activities produced 
learners that were all-rounders, in addition to enhancing their physical and social 
growth. 
 In all the interviews, the participants observed that school-specific conditions 
accounted for the differences in attitudes and conduct of teachers in different parts of 
the country. They explained that Nakasero Primary School operated differently due to 
the advantages that came with working at this school. For instance, the teachers who 
were accommodated by the school were required to report to school earlier and left 
slightly later than the recommended school times of 8:00 am and 4:30 pm. Of course, a 
section of teachers felt inconvenienced by this arrangement, but according to others, 
staying longer at school provided more time for them to mark assignments or to give 
remedial lessons to those learners that required extra attention: 

There is something I have seen here which is not happening in other schools. This school 
does not behave like a UPE school. At 7:30, we are here. Teachers are in class teaching… 
teachers are in class teaching up to 5:00 pm. I have 170 scripts right now that I am supposed 
to be marking so that I get results in time, okay, those are particular schools by the way 
which you hear are performing better. That is the characteristic. Within the school, we have 
one goal… the excellence of our pupils. (Sylvia) 

Sylvia pointed out that the teachers had the goal of helping children excel 
academically. However, it later became clear in her narrative that the decision to strive 
for academic excellence was driven more by the interest of benefiting teachers. For 
instance, she explained that for a school to maintain a certain number of teachers, they 
were required to maintain a particular number of children in order to keep the teacher 
to pupil ratio at an acceptable level. Therefore, teachers feared losing their jobs in the 
school if the performance declined and the number of children went down. 
Nevertheless, this seemed to have a positive influence on the teachers’ conduct and 
benefited the children to a certain extent. By assigning extra time, children were guided 
and counselled on both academic and social issues. Subsequently, children were 
inspired to be open, confident and assertive. They also encouraged them, especially the 
girl children, to report issues that violated their rights. This, as Sylvia pointed out, 
helped teachers to understand the children’s problems, leading to a successful learning 
environment: 
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Actually here we stress that when you see something wrong in class and it is affecting 
children, then you must spare some time to counsel these children. It is not only academics. 
We emphasise that to an extent we should go informal, play the role of parents. So I say, 
“Each one of you should be disciplined. You are supposed to behave like this as a girl and 
like this as a boy.” We go back to what the parents are supposed to do and the moment you 
do this then your lesson becomes successful. (Sylvia) 

Indeed, we observed that communication and interaction between the teachers and the 
learners was friendly. The views of the teachers and the subjective interpretation of my 
observations were confirmed at a group discussion with the children, who 
acknowledged that the majority of their teachers were approachable, friendly, kind and 
were willing to help them learn: 

The teachers behave well. They always advise us on how to behave in society. Teachers… 
of course some us have bad behaviors, so they always tell us to be good children. And 
teachers are exemplary; most teachers demonstrate a positive attitude. (Maureen) 

Another pupil explained: 

Me, my teachers have taught me well. I love them, and they are good. Teachers always want 
children to understand what they have taught. They always ask after teaching whether you 
have understood, and if you have not, you ask a question and they help you. (Tracy) 

Teachers at Nakasero disclosed that they benchmarked with private schools that were 
performing well and borrowed some of their practices in order to keep the academic 
standards high. Sylvia, for instance, narrated that this was facilitated by creating peer 
networks with teachers in good performing private schools, interfacing and sharing 
information on new strategies: 

We look at other schools, what do they do? You know you cannot be an island. What does 
Greenhill do that can be brought this way? Much as it is a private school that promotes their  
own standard, but somehow, somewhere we meet… “What made you get these good first 
grades?” Sometimes when it is like teachers’ day or you meet anywhere, you discuss and 
you get those tips. For example, giving fortnight tests to see that it has improved people’s 
performance, we also borrow that one. But I feel, when we are using extra time to these 
children, even the slow learners can catch up, slowly by slowly. (Sylvia) 

Perhaps this was also possible due to the opportunities that came with the privileged 
location and status of the school. Sylvia explained that they adopted strategies such as 
giving daily morning work, homework and weekend assignments in order to keep the 
performance at a relatively higher standard. Furthermore, children were required to 
have extra exercise books for practicing spelling and hand writing, and were 
encouraged to do independent study and research. Giving extra time and work to 
children had helped them, including the slow learners, to improve. However, this 
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research established that extra assignments were given to children at an extra cost and 
did not benefit all of them, while teachers reasoned that it was inevitable to charge a 
modest amount of money due to the costs incurred in printing. 
 In addition to giving assignments, teachers stressed that they checked pupils’ books 
regularly to ensure that all assignments were done and marked. They pointed out that it 
was compulsory for parents to comment and sign the children’s books on a daily basis 
in order to get them involved in monitoring the academic progress of their children. 
The children were also impressed with this arrangement, as shared by Tom: 

They give us homework and then, at 4:00 pm, the teacher marks the work and gives it back 
to you to take to your parents to see what you have learnt that day. You feel good, when my 
father comments and encourages me that here you must work hard and improve. (Tom) 

Apart from signing the books, the new parents were initiated into the Nakasero culture 
at the time their children joined the school. The Head teacher reported that specific 
meetings were conducted with new parents and then separate meetings with parents of 
children in all classes to introduce them to the teachers of their children. Moreover, 
parents were occasionally invited to discuss issues concerning individual learners. For 
instance, discussions were held with parents of children before a decision was made on 
promotion to another class. Accordingly, this encouraged dialogue between parents and 
teachers on children’s issues, including those children who were identified as 
academically weak. They reasoned that children conducted themselves well when they 
understood that closer relationships existed between their teachers and their parents. 
 While teachers had adopted different strategies to ensure that they meet the goal of 
academic excellence, they also observed that a section of the children were 
academically as weak as those in other UPE schools. Thus, the challenges of a UPE 
school to a certain degree undermined the teachers’ efforts. They were concerned that 
the current population of children at Nakasero came from the urban peasantry whose 
parents could not readily afford their school needs. Yet, as noted by Pearl, a 
considerable number of the children were orphans who were helped by relatives who 
did not adequately meet their essential needs: 

Unfortunately, most of these children we teach are orphans. And now they have come to live 
in Kampala with people who are not their parents. The parents sometimes, they fear to tell 
you the right thing, so some of these families are not helping the children so much. Most of 
them are being helped but some few are not being helped, and that is when the teacher 
comes in. For example, some are dirty, now ask… “I am staying with uncle, uncle comes 
back very late”, and you ask when will that child be helped? So those who are staying with 
their real parents are being helped, but those staying with uncle, aunt, “my sister… are not 
getting a lot of help. (Pearl) 
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Another concern, as explained by the Deputy Head teacher, was that Nakasero like any 
other UPE school admitted children anytime of the year. As a result, the school had a 
collection of children of different academic backgrounds. The teachers expressed 
difficulties in improving the academic standards of those children who joined from 
poorly performing schools. Yet, the school had to admit children in order to 
compensate for those who dropped out for different reasons, and for the benefit of the 
teachers, as mentioned earlier. Moreover, it is a government policy not to deny children 
admission to a UPE school: 

This is a UPE school, children are supposed to be welcomed anytime they come for 
different reasons. You are not supposed to reject any child in a UPE school. Whenever a 
child comes, a child is supposed to be given a place. It does a lot on performance… Now 
these children come, wherever they come, with different ways of behaviour so a teacher has 
to struggle to make sure that we put this child somewhere and fit in society and fit in that 
very class. So we have those challenges but this is a UPE school. (Deputy Head teacher) 

The challenge of admitting children of low academic backgrounds was corroborated in 
the complaint raised by a teacher: 

You find that some children who are transferred here, some are from deep (villages), where 
they were following the thematic curriculum. You can’t imagine a kid who is getting 12 
marks or even 8%... but imagine the good ones who have originally been here. The kid who 
has been here right from Primary 1 and that kid who comes in that class… the performance 
cannot be the same. The performance is totally different from that one who has just come 
from another school. (Johann) 

Concern for the learners 
Despite the challenges, the Deputy Head teacher explained that teachers strived to help 
children of poor academic backgrounds and those with other social challenges. There is 
clear evidence from Isaac’s expression of fear in the next excerpt that he was scared of 
meeting the standards of his new school, having come from one which was less 
advantaged. However, Isaac overcame his fears when the teachers helped him adjust. 
He disclosed that he appreciated the efforts and approach that teachers had used to help 
him: 

So when I came here, I was worried that I could not understand the system of this school. 
However, if you have come in the middle of the year, teachers give you work and you do it 
alone. Like one teacher, she used to give me extra work so that I catch up with other 
children in the class. That is what I liked. (Isaac, FGD with children, July 2015) 

This revelation by Isaac indicates that children develop positive experiences and 
become better learners when they feel welcome in the school or classroom (Pollard, 
Black-Hawkins and Hodges, 2014). It also confirms the caring attitude, as narrated by 
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Rebecca, that the teachers often intervened to establish reasons for the behaviour of the 
children. The sympathetic tone with which she concluded “when will that child be 
helped?” was an expression of kindness, sympathy and concern about children who 
had problems. 
 Apart from responding to children’s academic needs, the narratives of both teachers 
and pupils reveal that individual teachers extended material help to vulnerable children. 
They did this by calling upon their colleagues who were more advantaged to contribute 
material items that they no longer needed to those in need. The children revealed that 
they occasionally contributed modest amounts of money to buy shoes and clothes for a 
friend in need. This was instrumental to instill in them a spirit of giving, sharing and 
having concern for others.  
 Besides material help, teachers demonstrated that they helped children with social 
problems. An example was the experience shared by Perez, a teacher of Hajira, a 
young girl in primary six who had approached him. In this narrative, Hajira’s mother 
had forced her into prostitution for survival (see Module). The steps that were 
undertaken by the teacher showed that he did not only listen to the girl, but he sought 
external intervention that reformed the lives of both Hajira and her mother. Although 
Perez’s experience seems extreme, it illustrates the importance of teachers creating 
ample time with the learners. It also shows the trust that learners may have in their 
teachers. However, such trust is only possible if teachers are seen to be approachable, 
kind and willing to help. Some teachers were reported as showing a less caring attitude 
and being little interested in listening to children. 

School leadership 
“The leadership of any organisation plays a significant role in influencing the conduct 
of their staff,” said Johann, a teacher who shared experience of teaching in another 
school in comparison with the new experience at Nakasero, where he had worked for 
only three months at the time of the interview: 

I think the organisation depends on the administration. Because sometimes if the Head 
teacher delays to instruct on what to do, it becomes a problem for the teachers. You know, 
teachers learn through Head teachers. Here I usually see, when there is an assembly, you can 
see that every teacher is there, which is not in other schools. (Johann) 

In the same way, Willard who had vast experience with the school leadership 
commented: 

He is partly a born teacher, because there are things he does which can make you fear to 
become a Head teacher if all Head teachers were to do that. He will be in office at 6:00 am, 
stay here up to around 9:00 pm, look at every detail. How many teachers actually do that? 
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The teachers are there, they receive the children, and they receive parents, and after they are 
off. I, for one, find it challenging. (Willard) 

These excerpts show that the Head teacher was exemplary, a motivator and a role 
model to the teachers. They explained further that the Head teacher, despite residing 
outside the school, led by example to ensure punctuality prevailed. In general, the 
views of most of the teachers were that he had coached, mentored and encouraged 
them to upgrade their skills. They perceived him as a leader who helped them enhance 
their abilities by encouraging them to exploit the available opportunities in the teaching 
profession. As a result, some teachers like Willard explained that he counted his career 
success as due to the Head teacher: 

I have liked my Head teacher. He encourages us that whenever there is opportunity you 
need to exploit it. He is one person who has always encouraged us to further our training. 
Many teachers, as you can see, not seven, not ten, but more than twenty teachers, have 
managed to upgrade without really compromising performance but through his guidance. He 
has always told us, “When you have an opportunity use it.” I feel proud, why? Because he 
gives me the opportunity to exploit my full potential, which is not in other Head teachers. 
Partly he has mentored us. (Willard) 

Furthermore, teachers mentioned that the school leadership encouraged and promoted 
effective communication which guided them on what to do. Rebecca, who had more 
experience teaching in another school than Nakasero, explained: 

When you are coming for, say break tea, and there is something to be discussed, it is put up. 
At least here you know what to do when and how, because information flow is good. The 
other school had a problem of communication. (Rebecca) 

The Head teacher, on his part, explained that the intention to encourage an open door 
policy and dialogue was because, first, he believed that the task of controlling a large 
population of learners, teachers and other stakeholders would be enormous unless the 
staff was involved. Second, he disclosed that he wanted to discover how teachers felt 
or reacted to certain issues, and third, he had wanted them to take responsibility for 
their actions: 

I want to share everything frequently, freely. In sharing everything freely, as I have said, I 
want to be open; I want everyone to bring up their feeling. This is when some staff have 
come out and said, “Headmaster, on this matter you are wrong.” I say, “Fine you have taken 
it in that way, so long as we agree on what we are going to do.” So, I have made it as a kind 
of style, though some are timid, and yet I want people to be open so that we argue out and 
then we share the destiny together. (Head teacher) 

Whereas some teachers were timid, as disclosed by the Head teacher, those who were 
more assertive appreciated that good leadership skills had enhanced the development 
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The teachers are there, they receive the children, and they receive parents, and after they are 
off. I, for one, find it challenging. (Willard) 

These excerpts show that the Head teacher was exemplary, a motivator and a role 
model to the teachers. They explained further that the Head teacher, despite residing 
outside the school, led by example to ensure punctuality prevailed. In general, the 
views of most of the teachers were that he had coached, mentored and encouraged 
them to upgrade their skills. They perceived him as a leader who helped them enhance 
their abilities by encouraging them to exploit the available opportunities in the teaching 
profession. As a result, some teachers like Willard explained that he counted his career 
success as due to the Head teacher: 

I have liked my Head teacher. He encourages us that whenever there is opportunity you 
need to exploit it. He is one person who has always encouraged us to further our training. 
Many teachers, as you can see, not seven, not ten, but more than twenty teachers, have 
managed to upgrade without really compromising performance but through his guidance. He 
has always told us, “When you have an opportunity use it.” I feel proud, why? Because he 
gives me the opportunity to exploit my full potential, which is not in other Head teachers. 
Partly he has mentored us. (Willard) 

Furthermore, teachers mentioned that the school leadership encouraged and promoted 
effective communication which guided them on what to do. Rebecca, who had more 
experience teaching in another school than Nakasero, explained: 

When you are coming for, say break tea, and there is something to be discussed, it is put up. 
At least here you know what to do when and how, because information flow is good. The 
other school had a problem of communication. (Rebecca) 

The Head teacher, on his part, explained that the intention to encourage an open door 
policy and dialogue was because, first, he believed that the task of controlling a large 
population of learners, teachers and other stakeholders would be enormous unless the 
staff was involved. Second, he disclosed that he wanted to discover how teachers felt 
or reacted to certain issues, and third, he had wanted them to take responsibility for 
their actions: 

I want to share everything frequently, freely. In sharing everything freely, as I have said, I 
want to be open; I want everyone to bring up their feeling. This is when some staff have 
come out and said, “Headmaster, on this matter you are wrong.” I say, “Fine you have taken 
it in that way, so long as we agree on what we are going to do.” So, I have made it as a kind 
of style, though some are timid, and yet I want people to be open so that we argue out and 
then we share the destiny together. (Head teacher) 

Whereas some teachers were timid, as disclosed by the Head teacher, those who were 
more assertive appreciated that good leadership skills had enhanced the development 
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of talent. For instance, Willard explained that he developed his leadership and 
organisational skills through the Head teacher delegating responsibilities and granting 
him authority to make independent decisions as head of department and games master. 
Willard revealed that the empowerment and discretionary power that he had enjoyed 
had earned him credit in organising successful sports events in the school. He 
concluded by disclosing that he would have left the school if he had worked under a 
person who did not grant him opportunity to discover his potential: 

We have that interaction between him and us and we always argue, and we deliberate. He 
has always delegated responsibilities... when it comes to sports day,I am involved in running 
everything. You go to him and say look… and he says look, “You have the decision, go and 
do this and this.” So I feel proud because he gives me, aaah, the opportunity to exploit my 
full potential, or by putting me to task when I have not performed. So partly he has 
mentored us. Otherwise if I had somebody who was… I don’t think I would still be in 
Nakasero. (Willard) 

It was consistently pointed out that delegating authority had boosted the self-esteem 
and confidence of the teachers who took initiatives to participate actively in school 
programmes. For instance, teachers were encouraged through a rotational process to 
volunteer to chair staff meetings or take minutes. Others were delegated the task of 
representing the school at different fora, thus acquiring interpersonal skills, exposure 
and contacts with the outside world. As for Willard, he again recounted that assigning 
him work outside the school had enhanced opportunities for him to interface with 
different people: 

I think my contribution is appreciated because we have held successful sports competitions, 
very attractive competitions. It has given me an opportunity to approach sponsors and they 
have responded positively, which brought that other skill in me, the skill to do with the 
business side of life. Now I can go interface with manufacturers, industrialists, asking for 
sponsorship, convincing them… (Willard) 

The Head teacher elaborated that he had come up with measures that would improve 
the welfare of teachers. These included a Savings and Credit Comparative Society 
(SACCO), where a certain amount of money was deducted from the salaries of 
registered members on a monthly basis. Other funds were generated through 
collections from a kindergarten section, an innovation that was supported by the 
teachers and the Parents Teacher’s Association (PTA). In addition, the school charged 
a parking fee to government employees in the surrounding area who parked their 
vehicles at the school during office hours. Also, the school facilities, such as the main 
hall and basketball court, were occasionally rented out to private firms. It was noted 
that such initiatives were undertaken so as to generate modest funds that would be 
given as incentives to teachers. Subsequently, in addition to the monthly facilitation the 
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teachers received, they also acquired interest free loans in case of personal problems. 
Teachers who benefited from this initiative pointed out that they were able to upgrade 
and advance their careers. Others mentioned that they had educated their children at 
higher institutions of learning. The Head teacher clarified that such creativity was 
encouraged in all Head teachers by government to counteract the challenges of limited 
resources: 

Other measures have been the self-development with the teacher. We have qualified them in 
the activities that can fetch us more extra income, to give us some little money because I 
have believed in working for self in providing for self and that is the message I throw to 
every other teacher in Uganda. (Head teacher)  

Nevertheless, a fraction of teachers reported that they were dissatisfied with the 
manner in which the generated funds were administered. This seemed to raise tension 
between teachers and the school administration. 
 Finally, it was found that the Head teacher was concerned about the social welfare 
of teachers. He pointed out that the teachers with critical personal problems, such as 
alcoholism or those who would appear to be indecently dressed, were counselled by the 
administration and their peers. In addition, copies of the Teacher’s Code were 
photocopied and distributed to all teachers. Teachers reported that they were constantly 
cautioned on the dangers of failing to abide by the Teachers’ Code of Conduct. 
However, they were concerned that more skills were needed in promoting peer 
counselling. They were afraid that the way in which counselling was done would 
sometimes cause embarrassment, shame and guilt.  

Checks and balances 
Instituting school-based checks and balances were perceived as a good practice by a 
section of the Nakasero teachers. They believed that such regulatory measures were 
necessary for the proper functioning of the school. It was found that the teachers were 
required to sign arrival and departure books that were kept with the secretary at the 
Head teacher’s office. Giving morning assignments to the children was another way of 
curbing late coming. In addition, teachers were required to notify the school 
administration promptly in case they encountered problems that restrained them from 
reporting to school. It was obligatory to seek permission in case one wanted to leave 
the school before the official departure time. Consequently, teachers who failed to meet 
certain targets were either reprimanded or put to task to explain publicly during staff 
meetings.  
 Such measures did not go well with a section of teachers who felt there was a lot of 
pressure from the administration. They perceived the administration as being 
authoritarian and applying harsh measures. For instance, they complained that tasking 
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teachers to openly account for the poor academic performance of learners was 
humiliating, demoralising and showed disrespect for their rights. Summoning teachers 
was singled out as the major reason for fear and timidity. It was also reported as 
causing undue stress and stifling initiative for teachers to make meaningful 
contributions during staff meetings: 

It is like teachers don’t have their rights. The children know their rights more than the 
teachers. These children, if you don’t force them to go to class, they will spend a whole 
week… The child will tell you, “I have a right to sleep.” The child will be sleeping when 
you are dying on the blackboard. When the meeting comes for assessment, you are grilled. 
This is why teachers go away, they fear to be grilled, they are scared. They reach your class 
when you are not there, why should I stand there to be grilled that I have failures? The 
causes of failure are because the child was absent, the child was sleeping, but it is as if it is 
the teacher who caused it. (Teacher, group discussion, Primary 4 & 5 cluster, November 
2012) 

Teachers mentioned that failure of school administrators to listen and understand their 
concerns created communication gaps with the leadership. For instance, they alleged 
that they were reluctant to inform the administration about personal problems because 
they feared to be blacklisted. Moreover, they feared that forwarding a written request 
could be put in their files, and would subsequently be given as proof to justify a 
transfer. Consequently, although most decisions were made during staff meetings and 
the administrators assumed to have reached consensus, the majority of the teachers 
simply complied for fear of repercussions: 

In meetings, we just sit because we fear. When the Head teacher becomes too tough, we get 
reserved. If the child fears a teacher, will this child really understand? So there is this aspect 
of fear, not respect. (Teacher, group discussion, Primary 6 &7 cluster, November 2012) 

Others proposed that the school rules could be relaxed in order for teachers to be able 
to attend to their personal problems. For instance, many of them wished that they could 
be allowed to go home early and spend more time with their families. They forwarded 
this complaint during a group discussion: 

What is most challenging for us is that you must be in school whether you are teaching or 
not. For example, I may be having a lesson at 10:00 am but I have to come at 7:00 am. For 
us, we come and spend a lot of time here; you just end up sitting. Even if you have a child 
who is sick, you have to be in school. There are some places where people can go and get 
cheap food like […], but time is not there. You even fail to get what to eat. If they can relax 
some of these policies… (Teacher, group discussion, Primary 4 & 5 cluster, November 
2012) 
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Despite the contradicting views that surrounded the discussion on this topic, the Head 
teacher insisted that stringent measures were necessary. He explained that such 
measures had instilled order in the school: 

When I came here I found that some teachers would arrive the way they wanted… any time 
they wanted, and they would leave school at any time. So I created measures here and there. 
I am glad that the situation is now better. I am in school… latest you can find me is 7:00 am 
in the morning, and I am here up to late. I am always first and last unless if I am out of the 
country. So time management is a fact I have stressed and I believe, personally, I have 
managed curbing on late coming. You hardly find a teacher coming late. If the teacher is not 
here by 8:00 o’clock that means that teacher has a problem and in most cases we demand to 
know where you are. (Head teacher) 

However, he acknowledged that there were severe difficulties of managing teachers 
who were largely disgruntled: 

I say actually, driving a hungry man to do work… this is like milking a cow you have not 
fed. Administering somebody who is demotivated is not very easy, administering someone 
who has very little is not easy, and this counts against the children. (Head teacher) 

6.5 Unprofessional practices 
Despite a remarkable experience of good activities in the school, certain practices that 
seemed to be normal and acceptable by the school system were seen as detrimental to 
effective learning. These are highlighted next. 

Grouping children according to academic performance 
The findings established that children at Nakasero Primary School were categorised 
according to their academic scores. Thus, those with higher performance grades were 
taught separately from those with lower grades. This is a common practice in most 
schools in Uganda, especially in private schools were after such rankings, and children 
that are deemed not to measure up to their standards are finally discontinued. However, 
at Nakasero, weaker children are not discontinued, probably because it is a public 
school. The narratives of both teachers and learners in weaker classes indicated that the 
system marginalised them. They also stressed that it caused them considerable 
dissatisfaction and mental torture. For instance, teachers of classes with weaker 
learners expressed great difficulties teaching only weaker children, and complained 
that they were always victimised and tasked to account for learner failures:  

A teacher can also enjoy the profession if the children you are teaching are teachable and 
they have discipline. Like I was looking at some schools where they put children according 
to their performance. You can go to a class, you talk to the children and they just look at 
you. You talk to yourself, and they just look at you, you become demoralised. You become 
teacher-centered instead of child-centered. (Johann) 
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The children who were assigned to weaker streams alleged that teachers were quite 
biased when dealing with them: 

There is a way they treat us… they segregate us from other classes. They take us to be 
stupid. The bad thing I don’t like about teachers, they take those wiser groups as the best, 
and those of us who are trying, every time they quarrel to us, they say you are not serious, 
what, what. (FGD, July 2015) 

Another child suggested: 

For me, what I like is to put a child who does not know with the one who knows so that they 
can ask and discuss with each other. Those who know can help those who don’t know to 
understand the answers. But they leave them alone failing numbers, which is bad. (FGD, 
July 2015) 

In this case, both the children and their teachers felt isolated and victimised. Moreover, 
teachers complained that a section of teachers who were regarded as ‘performers’ were 
the ones assigned to teach the brighter and active children. Accordingly, this caused a 
lot of tension, stereotypes and misunderstandings amongst them. Such practices are 
counterproductive to the creation of a socially equitable, fair and inclusive education. 

Spending longer hours at school 
As noted earlier, teachers at Nakasero stayed longer in school than the official working 
time. For instance, morning work was given to children between 7:00 am and 8:00 am. 
This implied that children had to be in school before 7:00 am, and like their teachers, 
ended lessons at 5:00 pm. They complained that this was undertaken as a normal 
school routine regardless of where the teachers and learners came from. Yet, many of 
them said that they stayed far away from the school. Moreover, incidental observation 
during the prolonged period of this research found that teachers, more especially those 
of candidate classes, often stretched their lessons beyond normal time. Whereas it was 
interpreted as a strategy for aiding the syllabus coverage, children were actually 
subjected to longer hours of classroom interaction. This could in part account for the 
lack of active participation of learners during lesson time. 
 This was re-echoed by children during the group interview. They confirmed that 
many of them slept during lessons because of fatigue and stress. Similarly, the teachers 
reported that they were overwhelmed, fatigued and stressed by the pressure to produce 
academic results. They explained that they put pressure on children because they too, 
were pressed to produce results. Willard suggested that teachers needed to be given 
more discretionary power for them to be creative: 

What do schools emphasise? Performance. What does the school emphasise? To improve 
performance, lesson plans and schemes of work. So what do we do when we get to school 
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also? We also look at how to pump these children. The education system is really affecting 
us, in that it is emphasising passing of exams, it is exam oriented. There is no creativity. We 
need to emphasise creativity and we need to give that much priority. If you have a better 
teacher we shall have better children, but if our emphasis is on academics, then they 
[teachers] will do the same. (Willard) 

Therefore, whereas the Head teacher, in his narrative, blamed the teachers for 
sluggishness and lack of creativity, the teachers asserted that the academically oriented 
curriculum provided less autonomy to them. Moreover, the longer hours of teaching 
prevented them from engaging in other activities that could lead to school 
improvement and personal development. It later became clear from the Head teacher’s 
narrative that the demand to produce results trickled down from the government to the 
learner because Head teachers who did not produce results were summoned by 
government officers, demoted or transferred to poorer schools. This was elaborated 
further by a teacher during the group discussion: 

There is what they call the performance plan. Head teachers sign a certain agreement of 
which we are not part. It is like divide and rule. So even if you are sick, you must work. 
(Teacher, group discussion, Primary 4 & 5 cluster, November 2012) 

Corporal punishment 
The children reported incidences when corporal punishment was administered on them. 
They reported that they were mainly caned in situations when they failed to perform to 
the academic expectations of the teacher, when they went against the school ‘norms’, 
and sometimes with no specific reasons. Interestingly, teachers said that despite the 
high degree of awareness of its ban in schools, a substantial number of parents insisted 
that their children be caned. In an interview with one parent, he commented that 
punishment was necessary as long as the teachers were doing it with good intentions 
and when it was not excessive.  
 Similarly, a section of children indicated that a caning was necessary to reform 
those children who tended to create disorder during lessons, and to ensure that a child 
does not repeat the wrong action. However, children proposed that teachers must 
explain to them the wrong they have committed before they are punished. Those 
teachers who did not explain the reason for punishing the children were not liked. They 
commonly described such teachers as acting out of frustration and anger, and regarded 
such actions as a deliberate way of inflicting pain on them. 

A teacher should first tell you the mistake you have committed before they beat you. 
Because if they cane without telling you, you sit and ask yourself, what has the teacher 
caned me for? He should first explain and say why. “You haven’t done the work, go in 
front”, and you know, okay, this is what I have done. (FGD with children, July 2015) 
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Use of abusive language 
In their narratives the children indicated that they liked teachers who were kind, 
approachable and friendly, and hated those who were abusive and less caring. They 
mentioned that some of the teachers used abusive and discouraging words, which 
caused them emotional and psychological distress. They also complained that their 
colleagues imitated the words they heard from teachers and abused others on the 
grounds that even teachers spoke like that. This pointed to the need for teachers to 
reflect on their responsibility of being role models to the children: 

They use abusive words which are so bad that you cannot talk them in public. Like some of 
them can abuse the child, “You are rubbish, you are useless…” It can hurt the child 
emotionally. Like when the teacher comes to teach, the child will not understand because 
they hate the teacher. When the teacher enters class, they remember the words which the 
teacher said to them. Even sometimes when the teacher comes to teach, they deliberately 
choose not to concentrate. (FGD with children, July 2015) 

Minimal interaction amongst teachers 
Either because of many commitments or due to a culture of silence that seemed to 
prevail in the school, an observation was made of the fact that there was minimal 
interaction amongst teachers outside the classroom. In most cases the staffroom was 
deserted, except during lunch time and on specific days designated for staff meetings. 
It was more common to find individual teachers marking books on the verandah in 
front of their classrooms than in the staffroom. When asked why there were hardly any 
teachers in the staffroom, Sylvia responded that teachers had heavier workloads and 
yet they had to put in extra effort in order to compete favourably with private schools: 

While the government believes UPE schools begin at 8: 30 up to 4:00 or 4:30, which is not 
what you find on the ground at Nakasero. That is why you find that these schools are 
competing with private schools. It doesn’t come from the blue, it comes from a lot of effort. 
In fact, that is why you said that you have never found anybody in the staffroom. Actually 
these chairs are somehow comfortable, but the staffroom is empty not because we don’t 
want to sit here but because you don’t have a breathing space. (Sylvia) 

However, teachers at a group discussion revealed that divisions and segregation 
prevailed amongst staff and kept them distant. Therefore, sitting in the staffroom would 
be interpreted as being idle, gossiping or creating cliques. Teachers warned that at 
Nakasero “walls have ears”, meaning that there was a lot of mistrust, what they 
commonly described as “spy network”. They alleged that there were “bullies” among 
them who were placed in powerful positions and acted as spy puppets to the 
administrators. These individuals talked ill of and portrayed other teachers as lazy and 
incompetent, thus trapping them into humiliating situations. This they pointed out was 
not only a barrier to effective collaboration and engagement but also kept teachers 
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silent, even when they had information and ideas on certain things. It later became 
clear, when suggesting innovations for intervention, that the teachers needed an open 
and inclusive forum for discussions in order to break barriers of isolation:  

We need social gatherings so that we open up and learn from each other. If I take them out, 
they put in one or two [drinks] and they will say something. For the betterment of this 
institution, I will do this and this. You open up. You realise and reconcile, you begin the 
next session, and we close the chapter. (Joy) 

6.6  Barriers to professionalism and professional integrity 
This section does not get into another detailed explanation of the challenges that 
teachers face because this is covered in detail in chapter five. However, it points out 
one aspect that appeared to be outstanding in the teachers’ narratives. Among the 
challenges the teachers identified, and which are described in chapter five, was the 
difficulty of meeting their material and social needs due to their low incomes. The term 
most commonly used to describe their difficult situation was how to “make ends meet”. 
Therefore, this theme, singled out during data analysis, needs further elaboration. 

Socioeconomic factor: Making Ends Meet 
In this study, “making ends meet” was interpreted by the teachers to mean the 
socioeconomic distress that they encountered, as well as their daily struggles to cope 
with the situation. In essence, this concept was used interchangeably to imply difficult 
experiences but also to explain the different survival mechanisms.  
 Teachers at Nakasero recounted that they were exploited by a system that required 
them to fulfill a myriad of school activities and yet their pay was as modest as that of 
teachers elsewhere. Whereas they considered themselves to be a little more 
advantaged, nevertheless they were less satisfied that their monthly income hardly 
matched the rising cost of living in the city: 

There is also exploitation. If you really know you want to get good performance from the 
teachers and the performance you want from this teacher does not go in isolation, it goes 
hand in hand with remuneration, why would you underpay the teacher? You are looking 
at… you want the best out of him but you don’t want to pay him and you are putting all 
these limiting factors to make sure that here you have to take this workload. You find that he 
cannot meet the personal needs and expectations… you put someone in a tempting situation. 
He is not being effective at work because he is not able to meet his personal expectations. 
(Willard) 

The majority of teachers admitted that they found considerable difficulties budgeting 
their modest income so as to fulfill their personal needs and at the same time meet 
work-related costs. Whereas the school provided modest facilitation towards transport, 
as pointed out earlier, this did not correspond with the actual daily expenditure. Yet 
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Nakasero, like any other public school in the country, did not provide enough 
accommodation for all teachers. Therefore, “making ends meet” was even more 
challenging for those teachers who lived away from school premises: 

One challenge is not having accommodation within the school. I come from far and I have a 
problem of traffic jam, and the moment you delay, you find that a vehicle takes about two 
hours on the way. For my case, I come from (place). I wake up very early in the morning 
and because of the little money, I want to save and therefore I use the bus. However, they 
can stop there [bus stop] for other people to fill the bus, and sometimes I reach here very 
late. There are fewer cases of people coming very late when they are residing within the 
school. The bus delays at the stage. You have come early but the bus delays, and you cannot 
walk out because you have already been issued a receipt. And these other vehicles are very 
expensive. (Johann) 

Consequently, teachers narrated that they exploited the available opportunities in their 
struggle to make ends meet. 

Exploiting the available opportunities 
According to the teachers, exploiting the available opportunities enabled them to 
survive in the system. To elaborate on this, they disclosed that they engaged in a wide 
range of activities side by side with their normal work routine. This was by way of 
securing a part-time teaching job, engaging in small businesses within or outside the 
school, or involvement in some form of project either with a government institution, 
NGO or private firm. Most frequent at Nakasero was that teachers undertook the ‘risk’ 
of private tutoring of learners at an extra cost. It was regarded as a risk and 
unprofessional because they were aware that government did not approve of the 
practice. Other teachers had tried their luck in writing books but were frustrated by the 
fact that primary school textbooks never attracted a large market. For those with 
gardens, as is the case with their village folks, they spent time cultivating their gardens 
in order to get what to eat.  
 Those that wished to leave the profession undertook an upgrading course with the 
aim of increasing their chances for new job openings. While those who were not as 
creative and innovative and yet frustrated, it was said, had resorted to alcoholism. With 
all these activities running side by side with the normal school duties, there was no 
doubt that the teachers were indeed striving to make ends meet. Consequently, 
although teachers appeared to be extremely busy at Nakasero, the question was 
whether they utilised all their energies in fulfilling specific school duties. It became 
clear through their narratives that teachers were not always effective because of the 
challenges they faced: 

There is no way you can sit comfortably in class whole heartedly when you have your own 
child who is in secondary, because if it is primary a teacher can take his child here 
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[Nakasero] but a child who is in secondary and is still at home or a child at university and he 
would be asked to apply for a dead semester because his fees has not been paid. Any 
unsatisfied person cannot do any work. That is why they say a hungry man is an angry 
person. So, because we feel that we are lacking a lot… somehow one has to make ends 
meet. (Sylvia) 

This was re-echoed by another teacher who explained: 

You cannot work to your maximum when you have a problem to solve. When you are in 
class and you get a call, or what! It is a problem. You cannot enjoy so much, like other 
people who don’t have problems. (Kadima) 

The Head teacher also acknowledged that the struggle to make ends meet impacted on 
teacher effectiveness: 

There is little input to the side of a teacher. He earns very little, he has a number of demands 
and yet he does not have much for his demands. So there is a big challenge. A teacher has to 
take his or her child to school and that teacher doesn’t have money readily. (Head teacher) 

Sylvia’s narrative indicates that the teachers were “chasing deals” to make ends meet, 
implying that it was inevitable for them to sacrifice their professional duties in order to 
attend to personal problems. 

6.7  Proposals for intervention 
After analysing the different issues from individual and group interactions with the 
teachers, the following emerged in phase 3, while discussing the question: What   can 
we do within our means to change the image of teaching? 

Improving communication  
Teachers urged that there should be adequate sensitisation so that individuals learn to 
accept comments on their wrongs and rights. They suggested that teachers should 
appreciate personal mistakes and take responsibility to work upon them. Accepting 
one’s wrong was perceived as taking an affirmative move towards seeking corrective 
action. Teachers also expressed the desire to establish a forum in which they could 
openly discuss pertinent issues that affected them. However, they acknowledged that, 
in the process of opening up, they needed to adopt better communication skills and 
approaches such as avoiding negative labelling, ensuring respect for one self, having 
respect for the others and acknowledging each other’s differences: 

I can say we are all mature enough, if we open up and talk about our inner feelings. Digest 
the problem, communicate our inner feelings, skills of assertiveness… I think that will help 
solve the misunderstandings we have. (Teacher, group discussion, Primary 1 & 3 cluster, 
November 2012) 
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In relation to the above, they also proposed strengthening and creating better 
communication channels in order to facilitate flow of information between the staff and 
the school leadership. They suggested that issues are first discussed at the teachers’ 
level before information is forwarded to the administrators. Moreover, they advocated 
that the system of exposing their wrongs in the staffroom is dropped. Others were of 
the view that the school should promote peer guidance and counselling between 
teachers. 

Transparent leadership 
Teachers were of the view that leaders should seek their advice, listen to their views, 
and involve them in decision making. They advocated for openness and equal 
treatment of staff. In addition, they suggested that leaders should intervene promptly 
whenever the teachers had issues that needed their intervention: 

They should listen and respond to issues urgently on top of listening. Be mindful… there are 
others in the organisation. What are they saying and what are these people talking? Listen, 
understand and act. (Teacher, group discussion, Primary 6 & 7 cluster, November 2012) 

They also advised that leaders should be approachable and friendly in order for the 
teachers to be freer with them. 

Income generating activities 
Teachers observed that they should learn to live within their own limits rather than live 
other peoples’ lives. During a group discussion, it was pointed out that teachers needed 
to budget adequately for the little resources they have, but also have the ability to 
utilise the available opportunities. Therefore, it was suggested that teachers should 
strive to develop their creative capacities in order to improve their financial status: 

We need to do something. Our capital is the brain. Go into other income generating 
activities, for example, write a book, publish it and get some money. The people who write 
these books are teachers; we have the market within the school. Get into a group and we go 
to KCCA for NAADS money to start an income-generating project, for example, mushroom 
growing which does not consume a lot of time. (Teacher, group discussion, Primary 6 & 7 
cluster, November 2012) 

Having a sense of ownership and belonging to the school  
Teachers urged that they needed to show ownership and belonging to the organisation. 
While acknowledging that achieving this was actually not easy, nevertheless, they 
believed that joint ownership was a useful step to the development of the institution: 

We need to own the organisation and not only leave it to the administrators. You own both 
the positives and negatives. When you own the organisation is the only way you go back 
and reflect what is wrong, what is right. Ownership helps to create that attitude of accepting 
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what is wrong and right. (Teacher, group discussion, Primary 6 & 7 cluster, November 
2012) 

Table 4 below provides a summary of what teachers identified as institutional factors 
that impacted their work ethics. It presents the perceived barriers to professionalism, 
their causes and broader suggestions for improvement. 

 
 

Table 4: Summary of Causes, barriers and suggestions to effective professionalism 

 

Barriers Causes Suggestions 
Fear  Fear to be misunderstood.  

 Every person is a spy on the other.  
 Scared to lose a place at Nakasero 

to a poorer school 
 Lack of confidence/ low esteem.  
 Failure to own a mistake 
 Fear to be exposed 
 No systematic way of sharing 

problems 
 Attacks from the accused person 
 Too much pressure and criticism 

puts teachers on tension 
 Lack of proper information 

 Continuous sensitisation of teachers 
to raise awareness on what is 
expected 

 Transparent leadership 
 Creating more conversational space 

between staff and administration 
 Open confrontation 
 Respect  
 Good communication skills 
 Peer Counseling and guidance 
 Apply biblical principles of love  
 Teachers should be learning friends 
 Accept and own our mistakes instead 

of feeling offended 
 Follow proper channels of 

communication 
 Owning the organization 
 Shortening school time 
 Introduce Income generating 

activities to sustain teachers 
 Appreciate individual differences and 

value each other as persons 
 Need to be ethical because teachers 

teach the children to be ethical 
 Introduce social gatherings for 

teachers to interact and know each 
other in and out. 

 Leave within your limits, live your 
own life. Do not leave other people’s 
lives 

 Pick a person as an angle/ secret 
friend. 

 Pairing of teachers in class should be 
done with care.  

Poor interpersonal 
relations 

 Lack of effective Communication  
 Disrespect for each other 
 Envy/Jealousy 
 Suspicion of witchcraft 
 Pride 
 One’s background 
 Frustrations/ stress 
 Sharing gifts from parents 

Lack of 
recognition 

 Disrespect for the teacher’s rights 

Mistrust  Favoritism/segregation by 
administrators 

 Rumor mongering 
 Wrongful Propaganda 

Harassment  Authoritarian leadership 
 Failure to get clear information 

before action 
 

Lengthy meetings  Lack of effective participation 
 Poor time management 
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Poor relations 
with parents 

 Ignorance of parents 
 Arrogance of parents 
 Lack of skills for teachers to 

respond effectively to the parent’s 
demands 

 Learn to control our frustrations 
 Always look at opportunities around 

you.  
 Don’t look at other people as a 

problem or contributing to your 
problem. 

 Read newspapers to be updated with 
current political, social and economic 
trends. 

 Leaders should safeguard against 
abuse of authority. 

 Train school leaders to equip them 
with management skills. 

 Welcome changes. 
 Learn continuously. 

Public criticism  Lack of respect for teachers 
 The way teachers conduct in public 
 The reports children give about 

teachers 

 
To sum up, teachers identified fear as impacting negatively on their conduct. Although 
not in a strict order, they were concerned about poor interpersonal relationships, lack of 
recognition, mistrust, harassment, lengthy meetings, poor relationships with the parents 
and increasing public criticism. Subsequently, the innovation for intervention as co- 
researchers in phase 3 of our action research project was based on the challenges and 
solutions for improvement that were identified by the teachers themselves. 

6.8  Concluding reflections 
This chapter has explored a number of issues concerning professionalism and integrity 
through the narratives of teachers at Nakasero Primary School in Uganda. It highlights 
areas that were identified as pull factors for working in this school. It also explains the 
school-based values and guiding principles, including a scan into both the good 
practices and those practices that seemed to be less desirable. The chapter also presents 
the strategies teachers had adopted as they dealt with the challenging environments of 
their work.  
 The findings indicated that professionalism and integrity was a complex and an 
unstable issue at Nakasero just like in other schools elsewhere in the country. Even 
though teachers tended to portray a rosy picture about the school as being good during 
the first phase of tapping into prior knowledge, contrasting views emerged at this 
second phase of establishing common ground. For instance, the teachers during the 
group discussions opened up to speak about issues and unpleasant practices that were 
not revealed by the interviews. Just as presented in chapter five, teachers at Nakasero 
declared feelings of low morale and lack of job satisfaction. They were also concerned 
about how to deal with deprivations in the work environment, work overload, poor 
interpersonal relationships and their lack of adequate skills to respond appropriately to 
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dilemma situations. Nevertheless, the school was found to have some characteristics 
that differed from those of other schools, and the teachers’ actions were relatively 
different from the generic country-wide picture that portrays higher levels of 
professional inadequacies.  
 Our interactions with the school community revealed an impressive picture of 
teachers who were passionate about their work. For instance, it was found that many 
teachers struggled to keep to their professional demands such as punctuality and 
commitment, and also maintained appropriate conduct during interaction with the 
learners. Such initiatives pointed to the positive direction, as postulated by the 
theoretical points of view introduced in chapter two. For instance, Kunneman’s (2005) 
idea of normative professionalism points to the necessity for professionals to take own 
responsibility when making decisions on challenging and messy situations. It was 
found that several teachers undertook steps into the right direction that facilitated 
reflexivity in their practice. As suggested by Banks and Gallagher (2009), teachers who 
embraced reflexivity in their work were relatively resilient and were at the forefront of 
trying out alternative strategies to bring about improvements in the school. 
 As the narratives demonstrate, teachers doubted the traditional approach of relying 
on codes of conduct as the ultimate tools for regulating professionalism. This point of 
view is equally emphasised by the theoretical argument that rules provide little help to 
teachers to cope with complex situations (Kunneman, 2005; Banks and Williams, 
2005). In consideration of the need for personal responsibility, this study has shown 
that teachers can be more responsive to the challenging circumstances if they are given 
opportunities to exercise discretion in their work. Indeed, several accounts show that 
teachers who were empowered to do what was delegated to them achieved more 
satisfaction. They urged that delegating authority enabled individuals to design their 
own guidelines and principles, thus, stimulated the argument of seeking to be self-
driven and to adhere to their own value commitments. Kunneman (2005) observes that 
professionals should have the ability to follow their own moral compass, especially in 
situations where old norms and values fall short of guiding the right action. 
 Just as the theoretical concepts of normative professionalism (Kunneman, 2005) 
and reflective practice postulate (Banks, 2010) there was evidence of teachers going 
beyond the official rules and allowing their own moral conscience to prevail in certain 
situations. For instance, children were provided with several forms of assistance – 
academic, psychological and material. In line with what Kunneman (2005) points out, 
it was observed that teachers can succeed in attaining their professional respect and 
achieve meaningfulness in their work by for example, showing care and friendly 
attitudes to the children. Indeed, this study found that teachers were struggling to work 
within the means of their constrained contexts to improve the welfare of the children. 
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dilemma situations. Nevertheless, the school was found to have some characteristics 
that differed from those of other schools, and the teachers’ actions were relatively 
different from the generic country-wide picture that portrays higher levels of 
professional inadequacies.  
 Our interactions with the school community revealed an impressive picture of 
teachers who were passionate about their work. For instance, it was found that many 
teachers struggled to keep to their professional demands such as punctuality and 
commitment, and also maintained appropriate conduct during interaction with the 
learners. Such initiatives pointed to the positive direction, as postulated by the 
theoretical points of view introduced in chapter two. For instance, Kunneman’s (2005) 
idea of normative professionalism points to the necessity for professionals to take own 
responsibility when making decisions on challenging and messy situations. It was 
found that several teachers undertook steps into the right direction that facilitated 
reflexivity in their practice. As suggested by Banks and Gallagher (2009), teachers who 
embraced reflexivity in their work were relatively resilient and were at the forefront of 
trying out alternative strategies to bring about improvements in the school. 
 As the narratives demonstrate, teachers doubted the traditional approach of relying 
on codes of conduct as the ultimate tools for regulating professionalism. This point of 
view is equally emphasised by the theoretical argument that rules provide little help to 
teachers to cope with complex situations (Kunneman, 2005; Banks and Williams, 
2005). In consideration of the need for personal responsibility, this study has shown 
that teachers can be more responsive to the challenging circumstances if they are given 
opportunities to exercise discretion in their work. Indeed, several accounts show that 
teachers who were empowered to do what was delegated to them achieved more 
satisfaction. They urged that delegating authority enabled individuals to design their 
own guidelines and principles, thus, stimulated the argument of seeking to be self-
driven and to adhere to their own value commitments. Kunneman (2005) observes that 
professionals should have the ability to follow their own moral compass, especially in 
situations where old norms and values fall short of guiding the right action. 
 Just as the theoretical concepts of normative professionalism (Kunneman, 2005) 
and reflective practice postulate (Banks, 2010) there was evidence of teachers going 
beyond the official rules and allowing their own moral conscience to prevail in certain 
situations. For instance, children were provided with several forms of assistance – 
academic, psychological and material. In line with what Kunneman (2005) points out, 
it was observed that teachers can succeed in attaining their professional respect and 
achieve meaningfulness in their work by for example, showing care and friendly 
attitudes to the children. Indeed, this study found that teachers were struggling to work 
within the means of their constrained contexts to improve the welfare of the children. 
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Such practices may go a long way in demystifying the overwhelmingly negative 
perception of the teaching profession.  
 In all the accounts, the exercise of reflexivity tends to feature. For instance, teachers 
set goals and personal targets upon which they were appraised. Despite reports of 
tensions, meetings acted as a forum for interface, accountability and dialogue, and 
promoted what a fraction of teachers thought was the right thing to do. This could be a 
positive initiative towards achieving the goal of Professional Institutional Engagement 
(PIE), which this study aims to achieve. Moreover, the questions that were raised in 
their narratives were a reflection of teachers subjecting their own knowledge, actions 
and value claims to critical analysis (Banks, 2005; Schön, 1983).  
 Finally, the major problem impacting professionalism from the narratives seems to 
revolve around their socioeconomic status and thus the complexity of distributing the 
meagre resources between school and personal needs. This was commonly expressed 
as “making ends meet”. This brings the discussion to a question of what kind of 
professionals teachers should be in terms of honesty, truthfulness, reliability and 
effectiveness, given the turbulent conditions of their work (Banks, 2005). The question 
ushers in the next reflective chapter that explores the dilemmas that teachers face.
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Chapter 7: Dilemmas Faced by Teachers 

Now with my pupils, yes, the dilemma I am facing with them, the biggest one, is to make 
them learn irrespective of the circumstances. Whether I have the facilitation or not, the 
children have to learn. How to do it is a big challenge. The social economic status and 
background of a family, agree with me, has a lot to do with the academic performance of a 
child. Many of these children see a book [for the first time] when they have come to 
school… they hardly interact with a book when they are at home. Therefore, they solely rely 
on what the teacher teaches in class. Nakasero used to have children from the affluent 
families that could afford newspapers, could have a reader at home, but majority of the 
pupils today come from the urban peasantry. If there is no reader, at school there is no way 
that child is going to read. The dilemma is to make the child who comes from that 
background learn, and learn effectively as far as learning is concerned. (Head teacher) 

This story by the Head teacher of Nakasero Primary School reflects the trend that has 
taken place in Uganda’s education and the likely impact on teaching. Munene (2009) 
indicates that in Uganda, before the introduction of UPE, schooling was mainly for 
those children whose families placed significant priority on education. Urban schools 
were populated by children who came mainly of working parents and middle-income 
households. As elaborated in chapter four, Nakasero was known for being exclusively 
for the parents of an affluent status. These parents were able and willing to offer 
support to the school in order for their children to attain quality education. Most 
significantly, as Munene (2009) explains, through the PTAs parents had taken up 
ownership of their schools by contributing an agreed upon fee so as to give an extra 
facilitation to teachers. Part of this fund went towards the construction of school 
infrastructures. 
 Since the inception of UPE in 1997, the government took over full control of all 
public schools. Therefore, every parent enrolled children in public schools. For the 
government this was in response to fulfilling the international agenda of Education for 
All (EFA) and to meet the MDG targets of having all children of school-going age in 
schools by 2015. Consequently, exempting parents from making a contribution to the 
education of children led to large increases in enrolment, but with no accompanying 
increased quality of teaching and learning (Aguti and Fraser, 2005; Busingye and 
Najuuma, 2015). Removing the extra sources of income that helped facilitate the 
teachers is believed to have endangered professionalism because it impacted on the 
additional motivation of teachers (Munene, 2009). As a result, although teachers could 
have maintained some degree of professionalism as observed in chapters five and six, 
the challenges within the school environment were perceived as impacting upon their 
ways of living and conduct.  
 This chapter is concerned with identifying the dilemmas teachers face in their work 
and how they respond to these dilemmas within the context of the school environment. 
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The identification of these dilemmas was achieved through joint discussions and 
actions uncovering the perspectives and experiences of teachers at Nakasero Primary 
School during the second phase of establishing common ground. This uncovering was 
guided by an open- ended question: What major dilemmas do you experience in your 
work and how do you respond to them?  
 The action research in this school was supplemented by views generated at a 
validation workshop that was conducted in October 2012. As explained in chapter four, 
the goal of the workshop was to bring together different education stakeholders in 
sharing the findings of the preliminary research. The intention was to help teachers 
understand the various attitudes they held towards the profession and how they 
perceived their identity, and to seek to identify ways in which professional integrity in 
teaching could be fostered. We also introduced the teachers to the concept of action 
research and the process it would entail. At this workshop, the teachers forwarded 
ideas on what sort of dilemmas they faced in their work and gave proposals on what 
innovations could help them overcome some of their challenges.  
 The in-depth interviews and workshop were followed with a second phase of 
establishing common ground (see chapter 4), in which extensive school-level 
discussions were conducted in the months of November and December 2012. The 
purpose of the discussions was for teachers to gain a better understanding of the 
concept of dilemma, and share experiences and examples of how they maneuvered 
through dilemma situations as they worked. Therefore, the largest part of this chapter 
draws on cases derived from the narratives of teachers, what transpired at the 
workshop, and the group discussions. However, a few other examples and insights are 
borrowed from interviews with teachers in rural schools in order to cater for 
differences in contexts and experiences.  
 Before getting into details on the actual framing of dilemmas, a summary of the 
ideas that emerged out of group presentations at the workshop is provided by the table 
below. 

 
Table 5: Summary of group presentations 

 

Dilemmas teachers faced Positive examples to 
strengthen relationships 
among teachers 

Strategies to promote acts of 
integrity 

Lack of proper 
conceptualisation of the 
code of conduct 

Open door 
communication policy 

Sensitisation, targeting 
proper interpretation of the 
code of conduct 

Lack of intrinsic motivation 
 

Active and responsive 
school authorities, 

Recognize and reward acts 
of integrity 
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Dilemmas teachers faced Positive examples to 
strengthen relationships 
among teachers 

Strategies to promote acts of 
integrity 

SMCs, PTA 

Child abuse Active school clubs Continuous professional 
development, targeting life 
skills and employable skills 

Unrealistic expectations of 
society 

Holding concerts and 
other co-curricular 
activities such as sports 
day, science fair and 
invite parents to visit 

Promotion of transparency 
through different 
committees 
 

Technology advancement Guidance and counseling 
for both learners and 
teachers 

Promoting career growth in 
schools 

Drug consumption Exercising democracy/by 
children electing their 
leaders 

Peer counselling amongst 
teachers 
 

HIV/ AIDS prevalence  Hold assemblies 
regularly and involve 
children in day today 
running of the school 

Workshops/ seminars 
 

Coaching due to the 
economic situation 

Provision of meals to 
children and teachers 

Encouraging social 
interactions 

Teachers go hungry in 
some schools 
 

Child parenting where 
teachers are assigned a 
certain number of 
children for guidance 
 

Assigning teacher leadership 
roles/ responsibilities 
 

Negative attitude of parents 
 

Fundraising for needy 
children 
 

Providing platform for free 
expression 
 

Untrained and unlicensed 
teachers 

Appreciating children’s 
contributions 

Getting involved in 
community work 

Number of children in class 
 

Conducting productive 
school meetings 

Motivation through 
provision of accommodation 
and transport allowance 



170 Dilemmas Faced by Teachers   
 

The identification of these dilemmas was achieved through joint discussions and 
actions uncovering the perspectives and experiences of teachers at Nakasero Primary 
School during the second phase of establishing common ground. This uncovering was 
guided by an open- ended question: What major dilemmas do you experience in your 
work and how do you respond to them?  
 The action research in this school was supplemented by views generated at a 
validation workshop that was conducted in October 2012. As explained in chapter four, 
the goal of the workshop was to bring together different education stakeholders in 
sharing the findings of the preliminary research. The intention was to help teachers 
understand the various attitudes they held towards the profession and how they 
perceived their identity, and to seek to identify ways in which professional integrity in 
teaching could be fostered. We also introduced the teachers to the concept of action 
research and the process it would entail. At this workshop, the teachers forwarded 
ideas on what sort of dilemmas they faced in their work and gave proposals on what 
innovations could help them overcome some of their challenges.  
 The in-depth interviews and workshop were followed with a second phase of 
establishing common ground (see chapter 4), in which extensive school-level 
discussions were conducted in the months of November and December 2012. The 
purpose of the discussions was for teachers to gain a better understanding of the 
concept of dilemma, and share experiences and examples of how they maneuvered 
through dilemma situations as they worked. Therefore, the largest part of this chapter 
draws on cases derived from the narratives of teachers, what transpired at the 
workshop, and the group discussions. However, a few other examples and insights are 
borrowed from interviews with teachers in rural schools in order to cater for 
differences in contexts and experiences.  
 Before getting into details on the actual framing of dilemmas, a summary of the 
ideas that emerged out of group presentations at the workshop is provided by the table 
below. 

 
Table 5: Summary of group presentations 

 

Dilemmas teachers faced Positive examples to 
strengthen relationships 
among teachers 

Strategies to promote acts of 
integrity 

Lack of proper 
conceptualisation of the 
code of conduct 

Open door 
communication policy 

Sensitisation, targeting 
proper interpretation of the 
code of conduct 

Lack of intrinsic motivation 
 

Active and responsive 
school authorities, 

Recognize and reward acts 
of integrity 

Professional integrity of teachers in Uganda 171 
 

 

Dilemmas teachers faced Positive examples to 
strengthen relationships 
among teachers 

Strategies to promote acts of 
integrity 

SMCs, PTA 

Child abuse Active school clubs Continuous professional 
development, targeting life 
skills and employable skills 

Unrealistic expectations of 
society 

Holding concerts and 
other co-curricular 
activities such as sports 
day, science fair and 
invite parents to visit 

Promotion of transparency 
through different 
committees 
 

Technology advancement Guidance and counseling 
for both learners and 
teachers 

Promoting career growth in 
schools 

Drug consumption Exercising democracy/by 
children electing their 
leaders 

Peer counselling amongst 
teachers 
 

HIV/ AIDS prevalence  Hold assemblies 
regularly and involve 
children in day today 
running of the school 

Workshops/ seminars 
 

Coaching due to the 
economic situation 

Provision of meals to 
children and teachers 

Encouraging social 
interactions 

Teachers go hungry in 
some schools 
 

Child parenting where 
teachers are assigned a 
certain number of 
children for guidance 
 

Assigning teacher leadership 
roles/ responsibilities 
 

Negative attitude of parents 
 

Fundraising for needy 
children 
 

Providing platform for free 
expression 
 

Untrained and unlicensed 
teachers 

Appreciating children’s 
contributions 

Getting involved in 
community work 

Number of children in class 
 

Conducting productive 
school meetings 

Motivation through 
provision of accommodation 
and transport allowance 



172 Dilemmas Faced by Teachers   
 

Dilemmas teachers faced Positive examples to 
strengthen relationships 
among teachers 

Strategies to promote acts of 
integrity 

Teaching environment not 
conducive 

Startup school SACCOs Shortening the time teachers 
spend at school 

Moral decadence in society Sensitizing parents on 
government policies 

Teachers who upgrade 
should be paid according to 
their level of qualification 

Government policy e.g. 
UPE where there is 
automatic promotion 

Operationalise school 
rules 

Pension should be paid at 
different phases 

Parents promoting cheating 
in national examinations 

Family initiatives 
Class days, art 
exhibitions 

Improved remunerations 
Involve finance committees 
in school budget 
preparations 

Conflicts in schools 
resulting into strikes 

Parent/teacher/ pupils 
interactions 
 

Set up conditions that 
promote teamwork/ respect 
in schools 
 

Sexual harassment between 
head teacher and the 
teachers especially female 
teachers 

Teacher/ teacher 
interactions 

Gift cycles/ secret friends 
 

Modernity visa via culture  Cash rounds 
 

Workload 
 

 Review of teachers rights 
and Teachers Code of 
Conduct 

Inadequate resources e.g. 
instructional materials, 
internet 

  

Relationship between the 
school administration and 
teachers 

 Promote respect and 
improve communication  

Discrimination of teachers   Equal treatment 
No supervision at school 
level 

 Improve supervision 
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The participants at this workshop forwarded their views from a broader perspective, 
thus the discussions in the plenary session extended beyond the dilemmas into the 
enormous problems that the teachers faced. This could have been triggered by the fact 
that it was the first forum for them to meet and, therefore, most participants seemed not 
to have a clear grasp of the focus of the meeting, but also because there was an officer 
from the district government present and therefore they could probably have 
emphasised certain issues because they wanted to put their message forward to the 
right person. 

7.1   Framing dilemmas 
The framing of dilemmas started at the time of analysing data after the workshop. 
However, the largest part of the framing process was during later interactions with the 
teachers in the second phase between November and December 2012, as explained 
above. To get a clear understanding of the concept of dilemmas, we started with verbal 
descriptions of short vignettes framed from the narratives of the teachers. For instance, 
we shared the case of a teacher who sneaked out of school to take a sip of Malwa (local 
drink) because he was hungry, stayed away from school, and had no place to buy food 
except for a bar nearby. Another vignette was shared of a teacher who taught a ‘wrong’ 
concept in class and instead of the colleague correcting her, she simply gossiped about 
it. The victimised teacher came to learn about it and it resulted in a spirited quarrel. 
After opening the sessions with these two examples, a general discussion ensued on 
what the teachers should have done.  
 The next step was for the teachers to frame dilemmas out of personal experiences. 
Every teacher who rose up to talk normally started with a questioning statement: “I 
don’t know whether this one is a dilemma but…?” and then continued to share their 
experience. As the discussion progressed, it created some level of commonality and, in 
the process; five categories of dilemmas were identified. The categorisations were to 
some extent guided by literature (Wickwire, 2003) which indicates that teacher 
professional conduct is a result of the quality of relationships they enjoy with their 
students, the parents or guardians, families, communities and their colleagues. The five 
categories identified are: 

1. The dilemmas that arise during interactions of teachers, learners and 
administrators; 

2. The dilemmas that arise during interactions between teachers and parents; 
3. The dilemma of dealing with pressure from the community/social anomy; 
4. The dilemmas of balancing between personal values and rights with professional 

values; 
5. The dilemmas of dealing with policies. 

The dilemmas identified in as far as dealing with learners was concerned, ranged from 
those children that experienced severe forms of deprivation and/or physical, social and 
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Pearl is a teacher of Primary 1. She explained that her class of 100 children makes it 
difficult for her to attend to individual learners, yet she is aware that children have personal 
problems and would wish to be able to attend to these. She struggles to ensure that her 
lessons are learner-centered, but is frustrated by the lack of zeal and enthusiasm in learners. 
She tries varying methods but with little success. At the same time, she has to attend to an 
increasing amount of paper work, such as making daily lesson plans and schemes of work. 
The school administration demands that lesson plans are produced for every lesson, 
accompanied with relevant teaching aids.  

She indicated that she had to make up to four lesson plans a day for the four areas she 
handles. The teaching materials are lacking and yet she acknowledged that children at that 
tender age could only learn by seeing and touching. The workload is heavy; given that she 
handles young children who need a lot of attention. Unfortunately, Pearl does not stay near 
the school, but has to endure a three-hours’ drive through heavy traffic. 

Meanwhile she has a six-month-old baby whom she carries along to school. She confessed 
that she wakes up very early in the morning to prepare both the baby and other siblings to 
start the journey so that they are at school by 6:30 am, to catch up with the school routine. 
This normally starts with giving morning work to children between 7:00 and 8:00 am. Pearl 
revealed that she slept only four hours in a day, and yet felt the day was too short in 
comparison with her tasks. Pearl is overwhelmed and yet she loves her job and recognises 
that she has to work hard to develop in her career. At the moment she is pursuing 
university education with the aim of getting either a promotion, a better paying job or to 
start her own school. She doesn’t wish to remain a primary school teacher.  

 

 

emotional distress. It also included the dilemma of dealing with a learner’s indiscipline 
and the growing negative attitudes to learning. Teachers also discussed challenges that 
interfered with their role of providing quality teaching, such as the workload, handling 
overcrowded classrooms and the lack of sufficient instructional materials. 
 Regarding dilemmas in dealing with parents, teachers were concerned about the 
increasingly diverging attitudes and ideologies, thus how to promote effective 
communication. For instance, they expressed a dilemma of copying with the lack of 
effective parental support and declining respect for teachers, increasing pressure for 
academic results and the attempts by parents to divert teachers from doing the right 
thing. The teachers also reported that they found difficulties dealing with the 
authoritarian and bureaucratic system of management that they perceived to be 
indifferent to the actual challenges that they faced. 
 To get a better understanding of the problem situation, we zoom in to analyse and 
frame dilemmas through portraits generated from field interactions with teachers. 
Among these was Pearl (pseudonym), whose narrative contains most of the issues 
identified above. Her experiences are then connected to other examples from the 
research findings, as we take a step-by-step analysis of the dilemmas that emerged 
from the portrait. 

Portrait 1: Pearl’s dilemmas 
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From Pearl’s description of the challenges that she faced, the next step is to analyse the 
dilemma situations. 

Dilemma of dealing with learners 
Pearl’s experience expresses what most teachers go through in their complex and yet 
demanding role of teaching. Balancing between the enormous demands and making 
priorities and specific choices on what things to do is the central concern of the 
teachers. The following excerpt elaborates the dilemmas she faced while interacting 
with the children: 

The most challenging part in teaching, the most challenging part I think, as far as I am 
concerned, is it is not easy dealing with people’s psychology. It is not easy… You take your 
time to prepare, you teach, you assess, and you end up not getting what you are expecting. 
Then you start changing methods, from this method to this, from this method to this. Then 
you have to, you have to get the background of the child you are teaching. And from this era 
of AIDS! These days, it is tough for us. You have to counsel first… because when I look at 
my class of 100 kids, 80 come from single parent homes. You can’t imagine, “Teacher, you 
see, I am a single mother, single father.” I don’t know whether they tell lies or it is true. 
Those are the stories they give. Now you teach such a child? Come to the violence in 
homes… (narrates a story). I can’t imagine a teacher standing before such a child, and you 
are teaching such a child? You see a boy or girl seated in class, but you just see the body, 
the mind is far. He is a good child in class, but now look at that situation? You teach, you 
assess, the child performs badly. You start wondering, am I a bad teacher? Is it the methods 
I have used? Is it because this time I have not used attractive instructional materials? The 
factors that affect teaching these days; violence in homes, the era of AIDS and poverty. 
(Pearl) 

But this is not the only dilemma that Pearl faced. She recognised that many of the 
children in her class had several challenges because they came from diverse 
backgrounds. She acknowledged that it was her responsibility to attend to individual 
children, establish their problems and help each of them. However, she admits that this 
was not possible because the workload is high. She confessed her inability to reach out 
to every child within the assigned period of 30 minutes. Pearl is torn between fulfilling 
her professional responsibilities, the large number of children in class, and the limited 
time in which she is expected to execute her work. The following excerpt presents 
Pearl reflecting further: 

Another challenge is the big, big numbers in class. Even if you are really a very good 
teacher, and for sure you teach 100 kids in class, you are supposed to teach and assess every 
day! And if you are a good teacher, you are supposed to stand and teach a child, not a class, 
because when the parents come they will say, “Teacher, my girl… Teacher, my boy... So 
you have to teach a child. So it is a very big challenge for one to stand before 100 kids. You 
identify each and every child’s problem, teach each child, and you are able to assess that 
child within 30 minutes? If you are a very good mathematician, divide and see if it is 
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From Pearl’s description of the challenges that she faced, the next step is to analyse the 
dilemma situations. 
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But this is not the only dilemma that Pearl faced. She recognised that many of the 
children in her class had several challenges because they came from diverse 
backgrounds. She acknowledged that it was her responsibility to attend to individual 
children, establish their problems and help each of them. However, she admits that this 
was not possible because the workload is high. She confessed her inability to reach out 
to every child within the assigned period of 30 minutes. Pearl is torn between fulfilling 
her professional responsibilities, the large number of children in class, and the limited 
time in which she is expected to execute her work. The following excerpt presents 
Pearl reflecting further: 

Another challenge is the big, big numbers in class. Even if you are really a very good 
teacher, and for sure you teach 100 kids in class, you are supposed to teach and assess every 
day! And if you are a good teacher, you are supposed to stand and teach a child, not a class, 
because when the parents come they will say, “Teacher, my girl… Teacher, my boy... So 
you have to teach a child. So it is a very big challenge for one to stand before 100 kids. You 
identify each and every child’s problem, teach each child, and you are able to assess that 
child within 30 minutes? If you are a very good mathematician, divide and see if it is 
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possible to reach every child in 30 minutes and they grasp that concept you have taught in 
that particular lesson? You teach these children, you assess them and you are able to give a 
report in the evening, and give right information about the child? Is that possible? It is 
impossible, it can’t be possible. (Pearl) 

While Pearl was aware of the need to treat each child individually, her expression that 
it was not practical indicates feelings of sympathy and hopelessness. She also seemed 
distressed by the fact that she could not accomplish what she understood to be the right 
thing to do. Moreover, Pearl seemed to be challenged by the fact that she lacked the 
capacity to implement what she believed to be a more appropriate way of responding to 
the dilemma of handling large classes. In her view, having more time for the children 
could be more productive than spending enormous amounts of time making schemes of 
work and lesson plans. When teachers felt that they were unable to respond effectively 
to the demands of their jobs, they pointed to the gaps within the education system: 

Apart from that is the workload… For us, you cannot lecture to a P1 kid. You can’t. You 
have to make a lesson plan. Then you have to make attractive teaching materials. You can’t 
stand before a P1 child and you expect that child to look at you without a material in your 
hands. You have to involve those children in a lesson. In other words, it has to be a practical 
lesson for such a child to learn. I sit, I make a lesson plan, remember with thematic 
curriculum… Then every day you have to lesson plan even the teaching materials… which 
teaching materials you do not even have, because the school can’t provide the materials you 
need. They can provide some markers, manilas, yet for you, you need specific things for 
specific learning areas and for specific concepts to be grasped. Then you start saying I have 
to be creative. I am a teacher, I have to be creative. Then you start thinking of which 
instruction material to use. Then you begin behaving like a mad woman… The school will 
not provide. It doesn’t have money there. Because [with] UPE [it] takes months and months 
without coming, and you wonder how you will teach. So making a lesson practical, as the 
Head teacher needs it… so it becomes too much on me. (Pearl) 

Even though Pearl appeared to appreciate that attending to all the demands of her job 
was the right thing to do, nevertheless, she felt that this consumed too much of the 
already limited time, and increased the stress, anxiety and tension. She considered 
making time for the numerous demands of paper work a burden, tiresome and time 
wasting: 

Let me tell you, it is tiresome… That is why our books are picked every Friday. They count 
the books, lesson plans, every week. Every Friday, you have to hand in your prep book, such 
that they look at those lesson plans and sign the book. So it is hectic work. So you end up… 
because you know the Head teacher will take the book… you end up lesson planning. The 
least time you can spend making a lesson plan is 30 minutes. Now remember, I have four 
lessons, so that is four lesson plans a day. At times I have five. So you have to sit. Those are 
almost two and half hours wasted. You are busy lesson planning… because you fear they 
will find when you have not lesson planned. For me, I feel that I would have used that time 
to at least handle this big class and reach each and every child. I am able to mark, and call a 
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child, and talk to that child even for some ten minutes. So what I think they would have 
relieved from us is that burden of making lesson plans every day. It is hectic. (Pearl) 

Pearl seemed to be driven by fear to do what the school leadership thought was the 
right thing, but which she perceived to be inappropriate considering the context in 
which she operated. In the narrative, Pearl acknowledges her powerlessness with a 
considerable degree of frankness and self-criticism. There is evidence that she would 
have loved to be more creative, innovative and committed, but appears to be caught up 
in a situation which is complex to navigate. Therefore, despite a noticeable degree of 
reflexivity, lack of autonomy in making choices meant that Pearl was bound to respect 
and comply with the commands from higher authority. Failure to comply, in any case, 
would be interpreted as insubordination, with subsequent threats and sanctions. The 
gap between what Pearl understood as the normal process of executing her work and 
what she would actually wish to do is the central dilemma. 
 Dealing with children who came from deprived family backgrounds posed 
enormous dilemmas for teachers. This study found that teachers encountered 
difficulties teaching children who came to school hungry because their parents could 
not afford a meal at home. The Head teacher was concerned because children that 
came from deprived homes were less likely to learn well. It was found that such 
deprivations impacted not only the psychological, emotional and physical development 
of children, but their social conduct as well: 

A child who comes from an affluent family will normally be free unless there is another 
factor pressing that child, because the provision is always there, and the child has less to 
worry about. But look at a child whose friends have the books he does not have because his 
or her mother cannot provide. Look at the child who has only one meal at home. One day, 
towards lunch[time], stand somewhere and look at them. The speed at which they leave 
class to go to the kitchen is horrible. Those who are there first, in most cases, have less at 
home. When you interact with them, they will tell that, “but I did not have breakfast at 
home.” He does not take breakfast at home; he does not have anything to eat at break time! 
That has to do with emotion, and it accounts also for the character. (Head teacher) 

The central dilemma in this case does not only lie with teaching children who were 
hungry but also that children who came to school hungry lacked concentration, slept in 
class and normally struggled to take an additional share of food at mealtime as 
compared to their colleagues. This was perceived to be damaging to the children 
because they became subjects for routine labelling and humiliation. This scenario is 
taken from an urban school where meals were provided. It was more extreme in rural 
schools where meals were not provided. One teacher commented, “Imagine teaching 
children who do not have anything to eat at school and yet having no regular meal at 
home?” Dixon, a Head teacher of a rural school, reported that a considerable number of 
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already limited time, and increased the stress, anxiety and tension. She considered 
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that they look at those lesson plans and sign the book. So it is hectic work. So you end up… 
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children in his school took care of their own needs, which in his view impacted on their 
discipline: 

First of all, the parents have neglected children, they don’t help them. The children are on 
their own, doing their own things, buying a book on their own, buying clothes on their own, 
feed on their own. Now they come to school knowing they are doing something on their 
own. You see that situation? Majority of the children, the way I have tried to research on 
them here and there, the child buys own clothes… Moreover a girl buying books? Now you 
ask how they get the money. Some just sell themselves. Now they come when they have 
morals shattered, and now that discipline… there is no way you can manage to control it. 
(Head teacher, rural) 

The dilemma as pointed out by Dixon seemed to be that of maintaining discipline 
amongst children who lacked parental attention, authority and guidance. He stressed 
that children who took care of their own survival were less likely to be disciplined 
because they were not accountable to any person. As explained earlier, these could be 
examples of children whose parents had misconceived the policy of Universal Primary 
Education and therefore neglected helping their children.  
 The descriptions of these challenges faced by the teachers tend to raise serious 
dilemmas because they relate to issues of children’s rights, character and emotions, as 
well as the teacher’s responsibilities (Banks and Williams, 2005). This specifically 
makes a teacher’s encounters with the children more complex when it comes to making 
a choice about what to do and not knowing what to do.  
 The next account given by Stephen, a teacher, gives an insight into the dilemmas 
that emerge with enhancing learner discipline. 
 

Portrait 2: “You are also pregnant, why are you telling us?” 

 
 
 
 
 
 
 
 

 
 
 
 
 
 
 

Stephen is a teacher in a rural school. His role is to ensure that learners in his big class 
are controlled and disciplined. Stephen understands that children have their rights and 
yet, with the large numbers, controlling learner discipline is becoming increasingly 
challenging. He recognised the government ban on corporal punishment and the right for 
children to be welcomed in school any time, even when they missed school for several 
weeks. As a result of this policy, children were reluctant to attend school, thus increasing 
the rate of absenteeism and dropping-out. He was also concerned that the exposure, 
‘freedom’ and the environment in which children were raised affected their morals. 
Among the children were those that were sexually active. The policy was that girls who 
became pregnant were allowed to remain in school as a way of extending opportunities 
for the girl child to acquire education. However, Stephen must fulfill his role of guiding 
and counselling children about the dangers of premarital sex and other values that he 
believes are important. How then does a teacher impart certain values to children who are 
pregnant and what picture does this send to other children in class? 
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After posing these questions, Stephen narrated an experience in his school where a 
senior woman teacher who had attempted to guide children felt embarrassed by a pupil 
who asked why she was pregnant and yet cautioned them against having sex. 
 Stephen cast doubt on whether government policies were in favour of learner 
discipline. First, he noted that children who did not attend school consistently did not 
perform well, and yet the government policy was that all children are promoted to the 
next class regardless of their performance. The policy of automatic promotion was 
perceived as undermining the teacher’s independent judgment when evaluating and 
offering advice on the academic progress of the learners. Yet the children who were 
promoted without adequate preparation not only risked exclusion when they failed to 
meet the standards of the new class, but were also a problem to their new teachers.  
 Second, he was concerned that too much freedom had led children to develop 
wrong attitudes and perceptions to life. As a result, attempts by the teachers to guide 
them were often interpreted as impinging on their rights. Whereas the differences 
between the children and teachers could in part be attributed to the generation gap, 
teachers were placed in a dilemma of finding strategies that could enable them respond 
to the policy on children’s rights. The teachers warned that this was a complex decision 
that fell short of sustaining an effective education system. Stephen seemed to ground 
his fear on the perception that government policy was making decisions that destroyed 
the lives of the very people they intended to help. He also feared that the top-down 
policies that were passed on to the teachers had caused them to lose control over their 
work. This view was also voiced by Dixon, the Head teacher of a rural school: 

Policies of government… like now this one of saying our children, you don’t touch on them 
when they do wrong. That policy has brought a teacher also to be reluctant because a teacher 
will not tell that child to follow a rule which the teacher wants so as to guide that child to 
benefit. For me, I will not beat someone’s child because they will come, the parent will 
come and beat you… the man will come and beat me or chase me out of school. So why 
bother? A teacher, why bother? For what reason? If you have refused, [as] a teacher, I leave 
you. And yet a child needs to be guided, to be brought in that position through somehow 
pressure... But for us now, the children are reluctant. They do whatever they want. They go 
watch films. They go home at 1:00 pm. You don’t cane… tomorrow they come and sit. You 
cannot chase them. They sit. They have missed a lesson. You expect a teacher to do what? 
So some policies, government policies, have brought problems. (Head teacher, rural) 

These excerpts show examples of teachers who understood the need to guide children 
and yet felt threatened by policies which they interpreted as giving more powers to the 
children than the teachers. Although the ban on corporal punishment could have been 
intended to protect children from harsh treatment, this was perceived as having reduced 
the authority of the teacher and thus compromised the power relations. As a result, 
advancing the children’s rights appeared to have stifled the teachers’ possibility of 
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enforcing discipline. As in the case of Dixon above, teachers responded by adopting a 
less caring attitude and ignoring the children who had discipline issues. They felt 
sidelined and feared that punishing children could result in their arrest and the loss of 
their job. Yet finding alternative means of administering discipline was equally 
difficult for some teachers. In many cases, teachers had taken to administering a cane 
as the easiest way of reforming children: 

Another dilemma is, okay, the government calls it corporal punishment. That we are not 
supposed to punish kids. Dealing with a child… and you are not supposed to punish… The 
simplest punishment that we used to have is caning, at least on the bum, one or two. We are 
not allowed. You are not allowed to pinch; you are not supposed to quarrel before the kids. 
Now I stand and say, what type of punishment am I going to administer? You are not 
supposed to threaten. Just imagine handling a child of these days without giving such a 
punishment! Then you start thinking this and that, and in the process, time is going. (Pearl) 

While the policy is clear on the rights of children as stipulated in the constitution of 
Uganda 1995 and the 1996 Children Statute (GoU, 1995; GoU, 1996) teachers 
observed that their discipline was impacted by the exposure of children to wrongful 
information through mass media and technological advancement and lack of effective 
parental guidance on children’s responsibilities. Thus, teachers were upset that the 
values they wanted children to adopt were not related to their actual life experiences. In 
the following example, another teacher, Willard, posed the question of who the role 
models for children were 

Who are the role models to the children? 
A teacher used to be a role model to the children. Children looked to their teachers as 
icons of success (Ssekamwa, 2000). Currently, the status of the teaching profession has 
changed, as was pointed out in chapter five. In Uganda, life and success is largely 
interpreted in terms of material acquisitions. Consequently, a teacher’s status is far-
removed from what the society values. This creates a question for teachers like 
Willard, how to deal with children whose dreams were tuned to the celebrities and 
superstars who served as their idols: 

Then talk of the environment in which the child lives. When this child goes to the car park, 
he is seeing (name of celebrity) driving an Escalade and yet his teacher is on foot, is always 
walking around. And in reality, when I ask myself… if you may put us together, I stand 
there as a kind of idol representing education and (name of celebrity) stands there 
representing reality… if they lined up in our positions really where will the child go? The 
child will go for (name of celebrity) because he is seeing he has money, he enjoys life, he 
has a very big house, a big car, and he has monies. Now a teacher, who says you study, 
work hard, is as he is… How do I come up a role model? (Willard) 
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Equally challenging was the growing social anomy and decline in family and 
community values. Teachers described situations in Uganda whereby certain wrong 
social conduct had come to be taken as normal. For instance, Willard emphasised that 
whereas he understood his task to be exemplary to children, nevertheless, he faced a 
dilemma of dealing with the differences in values between the home and the school. 
Subsequently, his role of guiding children on appropriate conduct while at school 
seemed incapacitated by the life world of the child. He expressed frustration with 
parents who did not fulfill their task in order for the family and school to jointly 
transform the character of children: 

The other one is to do with the parents themselves… where they expect you to know. Of 
course, you are teaching their child. The child is coming from the slum and his day-to-day 
exposures are not in line with the school. In class the teacher is ruling out pornography but 
the child has been watching… And what do these soaps say? You look at the soap the five 
year or ten year is watching! Someone is stealing some one’s wife, someone is stealing 
money, or a film where they are killing people. Now how do you expect me to teach that 
child? While you expect me to teach your child that stealing is bad, but the child has been 
watching this interesting film of a man who has acquired wealth out of cheating. So there is 
a controversy between what you teach in class and what children experience. You teach a 
child, you are supposed to be exemplary, be law abiding, but the child is being disturbed by 
the father at night. At home they are cheating power and they are even very good Christians. 
Now what are you teaching, when you are teaching this child that stealing is bad? (Willard) 

The next vignette is about the dilemma of dealing with parents who had misconceived 
ideas about government policies. 
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Since the introduction of UPE in Uganda in 1997, government has pledged to fund schools 
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provided free education. As a result, children are sent to school but among them are those that 
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Others merely sat in class because they had no pencil or book. When the parents turned up to 
pick up their children in the afternoon, Pearl, out of concern, took the initiative to explain the 
situation to the parents. She requested that at least the parent provided 12 pencils for a child 
during the term. The response, which seems to have shocked Pearl was, “All that for what? 
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Dilemmas posed by government policies 
The above case presents a clear example of a dilemma that arises due to 
misinterpretation of policy, what the participants commonly called “political capital”. 
For instance, as pointed out in chapter five, parents had been manipulated by 
government reforms which are largely used to gain legitimacy by reigning politicians.  
 Whereas parents think that government provides all necessities for the education of 
the child, UPE was not accompanied with an increase in infrastructural development 
and adequate facilitation for schools. As asserted by the teachers, government 
recommends that they improvise and fill the gaps. Their dilemma concerned how to 
decide appropriate innovations and inventions that respond to the difficult 
circumstances. In the example given by the portrait above, the teacher could have 
thought of seeking parental involvement as one of them, but her efforts to get their 
input on a matter that significantly impacted the welfare and education of the children 
were frustrated. Such encounters eventually caused feelings of anger, guilt and 
emotional distress amongst teachers. It was found that teachers developed regrets and 
negative attitudes to the job because they felt abandoned by those people they turned to 
for help.  
 The Head teacher too, narrated an incident in which he was reported by a parent to 
the Education Commissioner for insisting that the parent contributed towards providing 
porridge for a child: 

One actually accused me up to the ministry level. He went to the ministry and said, “Here is 
the Headmaster, he wants us to pay.” I was summoned by the Commissioner of Education 
and when the Commissioner called me, I said, “If the parent is there let me come, because I 
always prefer openness.” I went in and I said, “Commissioner, I want to explain this thing.” 
I said, “Here is a Primary 2 child and the parent does not want to pay for the porridge for the 
child. And he said, do not give my child porridge… but the child has come with a cup!” 
Now those kinds of situation where a Headmaster or the teacher goes to the child in the line 
and pulls that child out of the line [saying] that, “You are not going to take porridge?” Now 
what am I supposed to do? That child will hate you for life! (Head teacher) 

In this scenario, the parent could either have been ignorant about their role or 
deliberately chose not to provide for their child. Moreover, parents who simply send 
their children to schools did not consider such challenges that teachers encountered 
when interacting with the child. Meanwhile, as teachers faced the burden of dealing 
with challenging situations, the policy ruled that no parent should pay money to a UPE 
school against their wish. Swinging between emotions of anger with parents and pity 
for children, the Head teacher questioned how a teacher would pull the child out of the 
queue because the parent had not paid. The tone in which he reflects shows that he 
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clearly understood the innocent position of the children who queued to be served 
irrespective of whether their parents had paid or not. Although he blamed government 
for the growing laxity of parents, nevertheless, he was also sympathetic that parents 
failed to provide basic needs to children because the majority of them lived with the 
distress of extreme poverty: 

The economy is biting so parents are not paying us money as regularly as, and promptly as, 
required, and the little they pay, I can say up to now, some parents have not paid the money 
for 1st and 2nd term and this is 3rd term, and the policy is so restrictive that we do not have 
to chase the child… we need only to deal with the parent to pay. So, such is the challenge 
whereby the parent has not paid money and keeps sending the child to school every day and 
you have expenses to meet… and of course he has to pay, and it becomes a problem. (Head 
teacher) 

While the Head teacher grappled with the dilemma of forcing poor parents to fulfill the 
task of contributing to their children’s education, the parents demanded excellent 
academic results from the teachers. As mentioned in chapter four, Nakasero was 
previously known for posting successful results in national examinations. 
Consequently, teachers were in a dilemma of what strategies to adopt in order to 
produce academic results or maintain high levels of effectiveness, irrespective of the 
challenges they faced. The demand for academic results was considered as working 
against the broader social function of teaching and learning which the majority of 
teachers wished to uphold. The Head teacher lamented that parents judged teacher 
effectiveness by reducing it to the academic performance of the learners: 

They expect Nakasero to perform the way it used to perform, irrespective of changing in 
terms of facilities that it used to have. This is a UPE school, and being a UPE school it has 
limitations, which limitations are hardly appreciated by the public. For them, what they 
demand are the results, and the challenge of producing results against facilitation is quite 
big. So, my parents expect quite a lot, and they demand the results, and the results first 
grade, and very many first grades. If Nakasero ever made less than 100 first grades, it means 
you haven’t taught. That is in the brains of the parents. (Head teacher) 

Due to a general problem of low academic performance in public schools in Uganda, 
rigorous measures have been undertaken in recent times. Among them is that parents 
demand accountability for academic scores from the teachers. As highlighted in 
chapter six, Head teachers whose schools did not perform were summoned, demoted or 
transferred. This did not only put teachers under pressure, but it also created a power 
struggle as concerns who is to blame for a failed academic system. In situations where 
parents commanded more power in making decisions on teachers, this raised questions 
pertaining to the trust and respect that teachers gained from the public. It also lowered 
their professional dignity, because it was like teachers were to blame for the education 
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failures. In this process, as explained by the Head teacher, parents often put higher 
demands and expected more than the teachers could actually deliver.  
 He maintained that the impoverished conditions in schools had compromised the 
quality of education. Besides the dilemma of helping children who come from poor 
backgrounds to learn effectively, he expressed difficulties when making decisions on 
how to distribute the meagre resources that the school received as capitation grants 
(also see New Vision, 23 August 2013). He also found difficulties running the school 
due to the late release of funds by government: 

We get very little money. You may know or you may not know, but a child is given 7,000 
shillings for education. Apart from some books we occasionally receive. On top of that, a 
parent from P3-P7, a child is supposed to pay 5,000 shillings that includes the lunch. Now 
with that little money, you are supposed to cater for every child and every child should pass 
with a first grade? And again, this is third term, and the money for second term has not yet 
come. (Head teacher) 

The limited resources also imply substantial challenges such as ill-equipped schools, 
poor infrastructures and a shortage of essential teaching materials, including reference 
books for teachers. It was clarified that in situations where the materials were 
available, many of them fell short of appropriate content for effective instruction. Thus 
teachers in part seemed to grapple with the question of insufficient competencies, as 
well as how to function effectively under the current strenuous conditions of the work 
environment, as Agnes explained: 

The teaching environment itself, what do we mean? Imagine in the rural areas, one teacher 
teaching 150 children and you are teaching under a tree? That is the environment in which 
you are teaching this child. You can imagine all the birds that are flying around. A child will 
not pay attention to you a teacher who is teaching. Instead the child will be attracted by the 
birds flying, or a vehicle moving around, or just a person. So that teaching environment is 
not good enough. It is a dilemma to a teacher. (Agnes) 

In the next example, Willard considers that the academic orientation of the curriculum 
stifled the creativity and ability for self-determination of both teachers and children. 
While he underscored the value of helping children discover their creative potential, 
Willard indicated that he was overwhelmed by a school system that insisted on lesson 
plans, schemes of works and providing accountability for children’s test scores. The 
fear of sanctions that accompanied poor performance implied that he had to adjust his 
teaching methods so that children were pampered to cram and pass: 

Our education system is exam oriented rather than skills… I had an Indian child who used to 
present to me updates. But this child did not fit anywhere in my class, but may be needed to 
be helped to develop something to do with space. Is my education system answering the 
needs of such learners? Can I help anyway to answer their needs? This is a big dilemma. 
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What we tell children versus free thinking and developing individual talents... well, given 
opportunity we would teach about that [vocational education], but where is it? This is my 
work. We have timelines. I have to teach science, the human body. I have got to teach 
mathematics. Now where do I have the time to talk anything to do with vocational 
education? And I have to encourage these people that they work hard and pass my 
mathematics. There is no clear plan for a child. In fact, when he picks [up] a guitar and 
wants to be a musician, you laugh it off. It has something to do with the entire education 
system in the country. As an educationist, what assurance do I give to these children? 
(Willard) 

Willard stressed that he was frustrated with an inflexible system that conditioned him 
to cover the syllabus according to set timelines so that children passed examinations. 
While he recognised the remarkable role of vocational skills and apprenticeship 
training in the lives of learners, nevertheless, the system compelled him to emphasise 
science and mathematics and to encourage children to work hard at these, irrespective 
of their interests. He maintained that society did not plan appropriately for the children. 
 Later in the interview, Willard feared that the education system shattered the 
children’s dreams of developing personal skills, talents and abilities. His major 
question was whether the education system was answering the needs of learners. He 
lamented that government policy was self-defeating. While drawing attention to the 
well-intentioned but overly ambitious government programmes, such as technical and 
vocational skills training (TVET) and reskilling Uganda, he was worried that these 
were far-fetched from the realities of the primary school curriculum. Throughout the 
narrative, Willard, like Pearl, indicated that he lacked autonomy and space for 
discretionary practice. He felt alienated and yet had to comply in order to fit in the 
system. As a result, his actions were a consequence of an ambitious and demanding 
education system that led him to tolerate what he understood to be professionally 
wrong.  

Where is our autonomy? 
Too many threats inflicted on the teacher, from both within and outside the school, 
were said to be putting teachers in a dilemma. For example, teachers were insecure 
when children did not perform well at national exams. The majority of them reported 
that they found it difficult to harmonise between what they believed was the right thing 
to do and what they actually did. For instance, they disclosed that they were frustrated 
by the fact that some of them occasionally engaged in examination malpractices, 
coaching and teaching for testing, in order to keep their jobs. While the majority of the 
teachers recognised the dangers of subjecting children to frequent standardised tests, 
nevertheless, they were compelled by the prevailing forces that determined for them 
what to teach, when and how to teach. 
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 Teachers noted that their inability to question management authority, power 
relationships and hierarchical bureaucracies was challenging. For instance, they 
blamed the increasing lack of coherence in teaching on the ever-changing curriculum, 
which they had to follow without question. They also stressed that although they were 
not part of the policymaking process, they were strictly monitored, not for purposes of 
providing technical support, but to ensure that certain government ideologies were 
promoted. For example, they argued that the concept of UPE had to be portrayed as a 
success regardless of the visible failures. 
 Pointing to what they believed to be meaningful struggles for industrial action, 
teachers alleged that their voices were silenced by coercion and intimidation whenever 
they rose up to demand their rights. Thus, one teacher commented, “they supply us 
with codes but where are rights of teachers?” Teachers reasoned that, because they had 
been kept at the receiving end for so long, any attempt to demand for their rights was 
often interpreted as insubordination. In essence, teachers were quite well aware of their 
rights but were in a dilemma as to how to advance them. They emphasised that the 
system of education administration oppressed them, thus leading to less job satisfaction 
and low morale in their work. The views shared by the teachers tend to be similar with 
those of Sahlberg (2011) who contends that the way in which other people perceive the 
societal function of teachers affects their own self-perceptions. If teachers feel 
recognised as professionals, they are likely to think and act as professionals. Sahlberg 
(2011) observes further that teachers take much pride in their work when they feel 
respected as professionals. 
 The teachers blamed the growing lack of effective participation, fear and distrust on 
the rigid systems of administration. They were concerned with how to provide peer 
support, or promote teamwork, open communication and free interaction, which they 
understood to be necessary for effective teaching and learning. Instead, they pointed to 
the increasing gaps in interpersonal relationships and other forms of anti-social 
behaviours such as witchcraft, gossip, discrimination, harassment and isolation. 
Subsequently, despite a high degree of awareness of the necessity for mutual 
cooperation, they noted unnecessary friction and tension. As a result, this awkward 
situation stifled any effort that aimed at building fruitful engagement and subjected 
teachers to stress. They clearly expressed regret that divisions and lack of collegial 
collaboration negatively impacted on their performance, and yet did not see a way 
forward to overcoming the systemic bureaucracies.  
 Related to autonomy, teachers were in a dilemma of how to conduct their private 
lives in an era of increasing demand for individual rights, freedoms and diversities. 
Traditionally, teachers were not only required to observe certain standards of conduct 
that society deemed acceptable but also refrained from participating in certain social 
activities. As illustrated in chapter three, in the previous missionary system, teachers 
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did not drink in public, married one wife and strictly adhered to certain Christian 
principles as dictated by their missionary employers. Today, teachers are grappling 
with the confusion of how to affirm the public accountability of their profession given 
that society does not approve of certain conduct from them. At the same time, they are 
confronted with the puzzle of maintaining a high degree of professional conduct in an 
environment they perceive as highly corruptible and tempting. Teachers tend to affirm 
that their violation of standards for good conduct was a result of a progressive moral 
breakdown. Therefore, they seemed to justify their conduct on the premise that society 
should not expect them to behave differently when others professionals were doing the 
same: 

You know, I may say, something like corruption has invaded out the world and our country, 
that if somebody, you know somebody was talking in Luganda [local dialect] that a fish 
begins rotting from the head and then [it] comes downwards. So maybe even these people 
see the upper people doing the same and it is moving down, down. (Michael, DEO, rural) 

Individual/community values versus professional values 
The majority of the teachers recognised that they had to exercise a high degree of self-
control as a way of promoting public confidence in the teaching profession. However, 
first, they state that public leaders and parents, who should be supporting them in the 
fight against unprofessional conduct, were at the forefront of tricking them into 
compromising situations. For example, it was revealed that the parents paid teachers 
considerable sums of money to give extra assistance to children during exam time. 
Others invited teachers for “socialisation” in drinking places during working time. 
They wondered how to resist the temptations due to the environment and work 
conditions.  
 Second, teachers were in a dilemma choosing between adhering to professional 
norms and meeting personal interests. For instance, they pointed out that passing 
leisure time at parties and participating in social gatherings was a mechanism for social 
integration and inclusion. While the teachers acknowledged that some of them 
conducted badly on certain occasions, depriving individuals of the liberty to do what 
they considered to be desirable in life conflicted with the right to freedom of 
association, and also led to negative labelling and stereotypes. They questioned the 
extent to which the teacher’s social life should be kept private. Most teachers found it 
difficult to determine the degree freedom of having privacy without compromising 
their public confidence as role models. 
 Third, maintaining a professional relationship with the parents, the learners and the 
community was challenging. For instance, teachers were concerned about the growing 
disrespect and weakening relationship with the parents. As explained earlier, the 
parents did not support the teachers in the management of the school. Others did not 
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respond when invited to school when there was need to discuss issues about the child. 
Teachers presented incidents when parents sided with the children against teachers 
even when the child was in the wrong. This translated into an environment that showed 
lack of social support for teacher motivation, professionalism and accountability:  

They bring out only bad things… now the child reaches class knowing you are not able. 
Now even when you teach, the child will already be having that negative attitude. Now even 
if you teach, the child will not understand. This is why, you see, for us, we also reach a time 
when this same child, you go this way, the father abuses you and the child also you tell this, 
doesn’t grasp, then you also decide, aah let this one be, let this one be. (Stephen, teacher, 
rural) 

Stephen’s dilemma was how to harmonise the working relationship with the parents 
and learners in situations when teachers felt that their reputation was damaged. Stephen 
stated that he was demoralised by the fact that the parents and the general public did 
not see any good thing in the teachers. Under conditions of constant criticism, they felt 
humiliated and developed low self-esteem. Meanwhile, teachers appreciated that they 
had the responsibility to act in ways that do not impact the public image of their 
profession. But the question was how to maintain integrity in an environment where 
they experienced constant harassment. They revealed that the way the image of 
teachers was portrayed in the public evoked feelings of shame and inferiority. 
 Another dilemma arose from the ethical question of how teachers must guard the 
professional norm that restrains them from engaging in sexual relationships with the 
learners. Indeed, there are increasing reports of child sexual abuse by teachers. For 
example, a recent government study on child protection, safety and security (MoES, 
2015) indicated that 78% of children in Ugandan schools were sexually abused. 
Although teachers understood clearly that sexual relationships between teachers and 
learners was wrong, it was found that this practice was sometimes perpetuated by 
parents in certain communities that did not see any wrong in a teacher marrying a girl 
child. Therefore, teachers perceived their role to protect children from sexual abuse as 
being compromised by the social behaviour in the work context. 
 Finally, teachers pointed out that they faced a dilemma sustaining commitment to 
work and seeking alternative means of survival due to alarming poverty and the rising 
cost of living. Whereas they believed it was right to respond to their duties, they were 
also concerned that failure to turn to additional means of survival meant living a failed 
life. This did not only emerge in economic terms, but also socially. For instance, Pearl 
narrated that she experienced difficulties balancing between the job and the demands of 
the family. She maintained that teachers needed to be perfect but underscored the 
difficulties of complying with the demands of the profession. She ended with a frank 
revelation that she sometimes dozed off in class due to fatigue. 
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And another challenge to us, for us, aah, married people, [is] balancing the home as a 
mother and there is a profession this side. That means you will always have a problem one 
side. It is not easy, because now you have a family, small kids at home, and at school the 
following day they need a lesson plan before you teach, and you don’t have the time. This is 
[the] reality of a working mother. The husband needs attention, the children need attention, 
and you also need time for yourself. Sincerely, I don’t have the time. Because I [go to] sleep 
past midnight and wake up at 4:00 am. That is what I go through. Sometimes I end up 
dozing in class, yes, so I think you can see… People don’t want to talk about it, but it is the 
reality. Balancing home and then the professional duty… and yet [as] a professional you 
have to do professional work. You are not supposed to error; you are supposed to be perfect. 
(Pearl) 

7.2  How teachers approach dilemma situations 
Teachers working in difficult and challenging circumstances face a wide range of 
dilemmas, as elaborated above. They also face similar difficulties in making decisions 
on how to respond to dilemmas (Banks and Williams, 2005; Kunneman, 2005) due to 
conflicts that arise within the specific work context. As a result, the choice for specific 
actions tends to depend on how each individual interprets the situation and the context 
in which they work. The findings of this research show that several teachers, after 
reflecting on the challenging circumstances of their work, created their own 
professional space (Kunneman, 2005) and acted in helpful ways. For instance, the 
Head teacher of Nakasero struggled to invent useful ways such as holding meetings to 
sensitise parents on their role and responsibilities. In other situations, he extended 
material help to vulnerable children, with the sympathy that children in their innocent 
state needed care from the teachers:  

I have done enough of sensitisation together with my management and we are seeing change 
in response, although some do not respond at all. I have had a family where I have taught 
children in the last six years… three children and the father has not given me a penny. He is 
in gainful employment but he does not give any penny in the school. The last time the child 
was in P7, but I will surprise you that for three years I have bought uniform for those 
children and given shoes to those children. (Head teacher) 

The approach of the Head teacher is an example of what Banks (2009) and Kunneman 
(2005) consider as going beyond the requirements of the profession to do what they 
feel is the right thing. Just like in the case of Pearl who had resorted to collecting used 
drinking straws and bottle tops in order to make her lessons practical. Such materials 
could help simply in teaching arithmetic calculations of additions and subtraction to 
children: 

So you have to think of something which can make a child learn in a practical lesson. So 
you end up parting with the meagre salary you get. Part with something to buy something 
for the children, and that is what we do… we hire a man and he makes teaching materials 
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for us. Why? Because if I teach, I have four lessons a day, those are two hours a day. Then I 
mark, then I make the teaching materials, then I attend to parents, and I attend to the kids 
since they are small children. The hours are not enough for me. So what we do, we hire a 
man to make some instructional materials for us so that we make a very good learning 
environment in class. And even some materials kids can touch on at least to develop the fine 
muscles tissues, because if you don’t develop the fine muscles, the child will not learn how 
to write. (Pearl) 

For Juliet, another teacher, the option was to ask children to bring fruits from home 
which she used as demonstration materials for conducting a lesson. Whereas she 
understood the act of asking children to bring items as wrong, nevertheless she found it 
to be the most viable option because the school could not provide. In a similar way, 
Pearl revealed that maneuvering through the complex work terrain led teachers to 
deliberately make wrong choices:  

So what we do? Sometimes we sit and make lesson notes. Even if I have not made a lesson 
plan there and then, I use the lesson notes to teach and then make the lesson plan later. By 
the way, this is wrong, because you are supposed to make a lesson plan before you teach. 
(Pearl) 

Pearl was quick to criticise her approach by acknowledging that teachers were 
supposed to make daily lesson plans for purposes of evaluating learner performance 
and varying teaching methods. The teachers who were frustrated by the system seemed 
to have abandoned their responsibilities and resigned themselves to what they 
commonly referred to as a “laissez faire system”. They expressed sentiments of low 
morale, discontent and disengagement:  

Children, when you want to help them learn… [as] a teacher, you may wish to educate them 
well, but a teacher, when you get a problem with a child in your class and you call a parent 
of the child to come and we talk together, the parent will not come… doesn’t come. So, as a 
teacher, what can you do? So you also leave… you leave it like that. After all what am I 
getting? The parent is the one I am helping, but has not come and we help each other. They 
have called you at school, “Come and see your child, the way [he] is behaving.” The parent 
refuses… and now this brings the child not to study well. So it makes the teacher also to 
change behaviour, not to bother, because the parent has not responded to the call. Because 
you are helping the parent and the child, because this child is of that parent. When you are 
teaching, for you, you are not teaching your child, but you are teaching because you are 
helping the parent of the child, so they should come and we help each other. Without their 
response, you relax. Teacher relaxes… laissez faire. (Rita, teacher, rural) 

Nonetheless, the reflective comments that the teacher makes in the narrative indicates 
how the system of education impacted on her moral consciousness. It is a story of 
dilemmas that were created by situational factors, leading to uncomfortable choices, 
and thus causing feelings of guilt about what they should have actually done. More 

Professional integrity of teachers in Uganda 191 
 

 

worrying was that some teachers had lost focus on achieving school goals due to the 
difficulties encountered. Pearl asserted that teachers deliberately went against 
instructions in order to sustain their survival: 

So just imagine 300,000 shillings to a teacher who has a family, a teacher who needs a 
house, a teacher who needs transport. At least you can see, at times somebody imagines it is 
impossible (laughs), but here we are, we survive. So at times I sympathise with the Head 
teacher because at times he tells something and we don’t do it. Not because we don’t want 
[to do it], but at times we don’t do it because we have some few problems here and there. 
(Pearl) 

Maintaining, “here we are, we survive” is a reflection of the teacher’s resilience in 
troubled moments. Of course, such resilience often led to what Kadima, another 
teacher, referred to as “adjusting by misadjusting”. He emphasised that teachers 
engaged in multiple activities, including wrongful actions, for survival purposes. The 
majority of the teachers upheld that the current socioeconomic trends determined their 
way of life, much as they regretted that some of their actions were going against the 
expected norms of the teaching profession. 

7.3  Concluding reflections 
This chapter started with a quotation that gave a clue on the dilemmas teachers faced 
working in resource constrained and yet demanding work environments. It then 
demonstrated a wide range of dilemmas that emanated from different angles: political, 
social, economic and technical. These included questions on how to deal with children 
with diverse forms of social, physical and psychological deprivations, and those with 
discipline problems. The chapter also set out to underscore how teachers were 
challenged by certain policies on children’s rights and the general policy of free 
education.  
 The teachers pointed out that government policies were largely misinterpreted and, 
therefore, cast doubt on whether misconceived policies could lead to sustaining an 
effective education system. For instance, they were overwhelmed by the academic 
orientation of the curriculum, heavy workloads, strained work environments and the 
increasing demand for accountability for children’s test scores. Balancing between the 
different tasks of the job meant that teachers did not have enough time to reach the 
standard of teaching and learning that they desired. The chapter presents experiences of 
teachers who were emotionally distressed and felt less empowered to make the 
preferred choices. Consequently, the majority of them seemed to understand their role 
but they lacked the autonomy and resources for effective professionalism. This was 
specifically challenging given that autonomy is linked to teacher self-efficacy, 
satisfaction and motivation (van Veen, 2008; Sahlberg, 2011). 
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standard of teaching and learning that they desired. The chapter presents experiences of 
teachers who were emotionally distressed and felt less empowered to make the 
preferred choices. Consequently, the majority of them seemed to understand their role 
but they lacked the autonomy and resources for effective professionalism. This was 
specifically challenging given that autonomy is linked to teacher self-efficacy, 
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 Fortunately, not all was gloom because the narratives reveal that some teachers, 
after reflecting on the problematic situation, acted in ways that showed professional 
responsibility. The chapter does not intend to draw a distinctive judgement on which 
teachers acted rightly or wrongly, but captures insights into the different feelings, ideas 
and actions of teachers. Important insights into the use of multiple approaches in 
responding to dilemmas can be found in Kunneman’s concept of indeterminate 
positions (Kunneman, 2005), where he argues that there are no best possible ways in 
which professional dilemmas are resolved. He proposes that finding workable solutions 
depends on the inner connections between the institutional arrangements, the existing 
moral frameworks, power relations and the values that individual workers and clients 
possess. Banks and Williams (2005) point out that the context and work circumstances 
have a great influence in determining the kind of choices that professionals make. 
Nonetheless, they propose that professionals should provide reasons and be 
accountable for their choices so that they do not act in ways that are damaging to their 
public image. 
 In conclusion, the dilemmas that teachers face affect the decisions that they make 
and subsequently impact their conduct and practices. This research has shown that 
even though the majority of the teachers struggled to maintain a high degree of 
appropriate social conduct, their actual levels of integrity had weakened. The 
importance of acting according to the acceptable norms of the teaching profession is 
seen as paramount to improving the image of teaching, though perhaps difficult to 
achieve. The challenge of bridging the gap seems to stem from the increasing levels of 
corruption and social anomy. It might also be difficult for teachers to resist temptations 
when their current basic needs and social welfare cannot be met. Nevertheless, 
capacities for self-control, taking decisions and making choices are part of professional 
responsibilities and are crucial when facing dilemmas. This chapter has reported on the 
activities that accomplished phase 2 which enabled establishment of common ground 
with the participants. Chapter eight is a step forward to phase 3, which presents what 
transpired while working as co- researchers with teachers at Nakasero Primary School. 
The intention was to jointly work towards promoting certain actions that strengthen 
professionalism and integrity at the institutional level, even under these anomic 
conditions. 
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Chapter 8: The Action Research Process at Nakasero Primary School 

This chapter gives an account of the third phase comprising field experiences of the 
action research with teachers at Nakasero Primary School, aiming to empower them to 
deal practically with their problems. It reports on how the researcher dealt with the 
question of establishing conversational space, how the research team was formed, and 
on the process of building trust between the researchers and the researched. 
Furthermore, it details the steps that were undertaken by the teachers to organise 
themselves in the processes of building a collaborative learning culture. The chapter 
elaborates the process that turned teachers into empowered professionals producing 
innovations in their situation, and concludes with reflections on research experiences. 

8.1 Processes and reasons for action research 
A large body of literature exists in the field of research to describe the dimensions 
against which quality action research can be judged. The core of this approach, as 
pointed out by (Reason, 2006), lies in its epistemological foundations, which are rooted 
in Lewin’s (1946/1948) liberationist approach characterizing action research as:  

 Concerned with addressing worthwhile practical problems in everyday 
experiences; 

 A spiral of steps, each comprising a circle of planning, action, observing and 
reflecting about the results of the action; 

 Involving other people and adhering to democratic traditions of respect for others 
and willingness to be bothered with and by the other;  

 Empowering people to so as to contribute to decisions that affect them and to 
knowledge that is about them (Reason, 2006).  

Drawing on such characteristics, Reason contends that: 

Action research is a participative and democratic process that seeks to do research with, for 
and by the people, to redress the balance of power in knowledge creation; and to do this in 
an educative manner that increases the participants’ capacity to engage in inquiring lives 
(Reason, 2006:189). 

Participation is central to all views on action research, because one cannot make a 
claim of improving practice without deep involvement of those engaged in that practice 
(Reason, 2006). Reason elaborates that human beings can give meaning to their world 
through participating in it with others. Thus, action research is considered an 
essentially participative process that also contributes to the empowerment of people 
(Reason, 2006; Snoeren et al., 2011). However, it is noted that the methodology of 
action research may take different forms in different historical, political and cultural 
contexts (Ponte and Smit, 2007a), and so does the degree of participation (Snoeren et 
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al., 2011; Creswell, 2012). Some variations of action research are: participatory action 
research, co-operative inquiry, dialogue conferencing, appreciative inquiry and 
practice-based research (Wicks and Reason, 2009). 
 In addressing the question of teacher professional integrity, our approach took the 
form of a collaborative learning process (Pimenta, 2007). PAR with teachers implied 
taking joint actions that aimed to bring about empowerment and reforms in their 
professional practices. Pimenta (2007) observed that collaborative action research is 
often conducted in schools as an investment in improving the quality of the education 
and the teachers. Thus, the purpose of our collaborative research was to create in the 
school a learning process that allows teachers to share experiences, analyse and reflect 
on their work practices (Zeichner, 2003; Pimenta, 2007). Zeichner points out the 
transformative nature of action research by noting: 

Action research has produced accomplishments that should not be belittled or taken for 
granted… it involves recognition that practitioners are professionals who can play active 
roles in formulating the purpose and ends of their work as well as means (Zeichner, 
1993:204). 

In line with this view, our research worked with teachers as subjects who could build 
knowledge about professional integrity through critical reflection on their activities 
within a school context (Zeichner, 2003). However, this study did not intend to 
transform the entire schooling system. Rather, we limited our concept of participation 
to knowledge production through a mutual learning process where people collaborate 
in setting their own agendas (Ponte and Smit, 2007a). The purpose of our inquiry was 
to achieve agreement among teachers about what to do to improve certain practices 
based on the notions of idealised consensus and dialogue (Wicks and Reason, 2009).  
 In order to engage teachers in actions that would empower and transform them into 
researchers of their own practice (Moorgawa, 2006), the process was undertaken step 
by step, following the cyclic principle of action research of engaging with participants 
in cycles of action and reflection (Van Strien, 2007; Wicks and Reason, 2009). The 
table below provides a breakdown of the project and three cycles in which the research 
progressed. 
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8.2  Planning, acting and reflective processes 
The first cycle of the research process started in December 2011, with orientation visits 
to the field to find out if the topic was of concern among different education 
stakeholders. Wicks and Reason (2009) refer to this as opening up communicative 
space. I held meetings with the district education officers and head teachers. I also 
interviewed two retired teachers who had rich experience, having served in the 
teaching profession from the colonial period until retirement in the early 1990s. Many 
criticisms were pointed out by the participants concerning the everyday life and 
conduct of teachers that necessitated a change in personal and professional actions and 
discourses. Moreover, they acknowledged that teachers’ professional ethics was an 
issue that was given less attention in teacher education programmes. 
 The study proceeded in three stages. The initial phases were intended to establish 
whether the stakeholders were interested in collaborating with the researcher in 
conducting research with her over a long period of time. It also guided the planning 
process in regard to how to get into schools, the selection criteria for the participants 
and what questions to ask (Hyland, 2009). This phase was important because it could 
significantly influence further research processes (Wicks and Reason, 2009). 
Moreover, given the sensitivity of the issue, which involved questioning their 
professional integrity, a lot of attention had to be taken so as to erase fear and 
suspicion. As Zeichner (1993) observes:  

Getting people to participate in research that investigates and questions their work ethics can 
be challenging especially in a manner that largely critiques their way of conduct (Zeichner, 
1993:206). 

Once it became clear that the ground had been levelled with the initial field 
interactions, I ventured into obtaining detailed data on the status of the teaching 
profession and professional integrity in Uganda. First, our interactions aimed at 
establishing issues of practical and pressing importance to the teachers (Kemmis, 
2007). Thus, information and insights were collected from retired teachers, active 
teachers, tutors, teacher trainees and other key stakeholders, from both the rural and 
urban areas, to get experiences and construct a common understanding of the problem. 
At this level, it became evident that teachers were experiencing a wide range of 
challenges. With rich data at hand, it became necessary to organise a workshop in order 
to bring key stakeholders together to have a formal dialogue on the issues identified. 
 For this purpose, a half-day workshop was organised in October 2012. The 35 
participants were representative of various groups of key education stakeholders. Two 
teachers of Nakasero Primary School facilitated the discussion by creating a free and 
transparent atmosphere in which everyone openly expressed their views. The 
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discussion on the issues facilitated a process of setting the background and scope for 
the study, and assessing the importance of the issues to the teachers. For instance, 
besides group presentations on the different challenges and dilemmas that teachers 
faced, we also conducted a plenary session in which all participants engaged in 
planning and exploring the possibilities for change. It became clearer that teachers 
needed to support each other in order to create improvement in the teaching profession. 
They generated ideas and suggestions for promoting certain aspects of professional 
integrity, such as openness and assertiveness, which could help them become more 
empowered, reflective and researchers of their own practice. 
 This first workshop served as a forum for people with a diversity of experiences to 
come together to discuss and generate ideas in an interactive setting. It also became the 
next formal step of opening communicative space in our PAR project, from which 
other cycles emerged. As Newton and Goodman (2009) note: 

Communicative space allows participants to re-interpret their experience of each other, and 
prepares space in which the right accidents of communication may happen (Newton and 
Goodman, 2009:292). 

After the first workshop, we realised that we needed to be more transparent and clear 
about the action research approach, and about our intentions and motivations for doing 
action research. Thus, the second cycle of data collection, between November and 
December 2012, involved explaining our special role as action researchers and 
provided opportunities for the teachers to reflect on their experiences in relation to the 
dilemmas they faced. Their submissions revealed strong negative sentiments held by 
teachers about certain practices in the school and teachers’ interpersonal relationships. 
Critical to the willingness to open up was the fact that teachers had high expectations 
and also that the discussions were viewed as being helpful in solving a situation at the 
school that was marked with tension, fear, suspicion and a culture of silence. By the 
end of the discussions we thought that we had managed to create a rapport and a shared 
understanding about the actual issues of importance to them. This we thought would 
enable an easy transition to the next step. 

Conversational space temporarily withheld 
Unfortunately, a fragile situation filled with tension, suspicion and uneasiness from the 
teachers emerged during this second cycle, between January and April 2013. Anyone 
entering the school could easily observe suspicion on their faces. This was caused by 
an abrupt change in school leadership in which the Head teacher had been interdicted 
under unclear circumstances. Efforts to meet the teachers were not honoured despite 
visiting the school several times a week and almost assuming the status of a staff 
member. Instead, teachers gave a wide range of excuses for their inability to attend to 
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me. After several unsuccessful visits I became frustrated and even noted down that 
teachers at Nakasero were not interested in the research. In what Marshall and Reason 
(2007) refer to as attitude inquiry, I sought advice on the way forward from the acting 
Head teacher, who confirmed that the situation was tense. I learnt from her that the 
school was under guard by the police because parents were planning a demonstration. 
She said: 

The morale is down, people are accusing each other, and everyone is suspicious of the other. 
You look at your friend and you think, may be is the one or is thinking you are the one. The 
situation is not good; no teacher can give you any information now, maybe by March. 
(Acting Head Teacher) 

This information called for reflection on the situation so that appropriate measures 
could be taken (Sneoren et al., 2011). Although I had established a cordial relationship 
with the Head teacher, I now had only one contact person at the school. This was 
because, despite having interviewed or met teachers in groups, I was still a stranger to 
the majority of the staff. Therefore, I needed to have frequent contacts with the acting 
Head teacher to follow-up the situation. She later brought up the idea of meeting the 
staff. Her suggestion contributed to the process of sharing knowledge and experience 
after reflecting on the reality on the ground. It became evident that we needed to 
venture into re-negotiating entry and renewing rapport with the teachers and the new 
administration. We decided that we needed a workshop at school to share and validate 
the school-level findings, make our point on action research more transparent, call for 
renewed support from the teachers and form a research team.  

Renewing conversational space 
A second workshop was held on 12 April 2013 and was attended by all the teachers 
who were present at school at that time. The presentation included a recap of the 
activities conducted in 2012, and then, because we had realised that the concept was 
new to the majority of the teachers, went on to provide further elaboration about the 
action research approach. Based on literature that popularises action research in 
empowering teachers, school administrators and for enhancing school improvement 
(Kenton and Song, 2010), the benefits of action research were highlighted as explained 
in chapter four. Following the presentation, my academic colleague together with my 
research assistant facilitated a discussion in which all teachers were provided 
opportunity to react and verify the information that was provided. 
 The interactive setting that was created opened up dialogue through which both the 
researcher and the researched learned about different issues that affected teaching and 
learning in the school. The result was that teachers were surprised by the openness in 
which they freely raised concerns about poor interpersonal relationships, fear, gossip, 
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lack of trust, favoritism and poor communication, which were problems they had kept 
silent about for a long time.  
 Both teachers and school administrators accepted the new information and ideas 
with minimal reservation, and expressed readiness to learn. The administrator in her 
remarks called for continued openness from the teachers. At the end of the workshop, a 
session for recruiting the research team was conducted and 21 teachers voluntarily 
registered to participate in the research. Consistent with what Kemmis (2007) 
recommends, the work of building up the group was not authoritarian but was 
conducted in a friendly way. To do justice to the action research norm of joint 
cooperation between the academic researchers and participating researchers in problem 
solving (Boog, 2007; Snoeren et al., 2011), we made it clear that people who had 
volunteered to participate would become co-researchers throughout the project. 
However, we kept to the research ethics (Hennink et al., 2011) by emphasising that 
individuals had the freedom to withdraw anytime. 
 Fortunately, except for a few who were transferred to other schools during the 
period of our study, the majority of the teachers kept with the project to the end. There 
were times when we noticed new entrants into the group but they were not absorbed 
because we felt these would lead to inconsistencies and retard the progress. By active 
involvement in the lives of the participants, a strong relationship developed at school, 
which enabled the majority of the teachers to participate indirectly and benefit from the 
research. 

Building trust 
Building trust required an understanding of the participants from their own perspective 
(Reason, 2006). The interactions with the teachers revealed that they were working 
under fear. Thus, the next strategy was to establish a trustful relationship and create a 
situation where people could openly talk about their issues either through formal or 
informal forums. The strategy also entailed mingling with them in their community of 
practice, appreciating their problems and developing a degree of connection with them. 
As Angucia (2010) notes, the relationship went beyond the usual building of rapport 
with the participants to a situation of ‘being with them’. However, as outsiders, we 
observed research ethics by restricting participation to some level, and by remaining 
transparent about our interactions (Hyland, 2009; Bodorkos and Pataki, 2009). I was 
mindful of what thoughts to share on personal experiences despite having encountered 
similar scenarios during my 13 years of service as a secondary school teacher in 
Uganda. Therefore, while my own background as a teacher could, to a certain degree, 
have influenced the manner in which the teachers related with me, I refrained from 
taking the lead in making decisions so that people did not get trapped in my personal 
beliefs and prejudices (Snoeren et al., 2011). Rather, my aim was to facilitate a process 
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observed research ethics by restricting participation to some level, and by remaining 
transparent about our interactions (Hyland, 2009; Bodorkos and Pataki, 2009). I was 
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that could enable us to create a shared understanding (Kibwika, 2006; Friedman, 
Razer, Tsafrir and Zorda, 2014), so that we could root our action in the concrete 
situation of practice. 
 Such mutual interaction seemed to be a break away from the common practice of 
constant criticism and fault finding. The process of mutual understanding in action 
research is what Giddens (1976) in Boog (2007) refers to as a ‘double hermeneutic 
process’. It helped us to learn from them and adjust to their understanding as research 
subjects. Moreover, we succeeded in getting the assurance and confidence of the 
teachers that the intention of the research was not to spy, blame or force teachers to do 
what was thought to be the right thing nor to find faults in what they did, but rather to 
jointly establish alternative ways on how to improve the problem situation. During an 
informal interaction, the Deputy Head teacher commented: “You know more about the 
school than anyone else, they can tell you anything”, which is further proof of the trust 
that was cultivated between the researcher and the researched. 
 Consistent with Kemmis’s (2007) view on action learning, participants understood 
that action research was not only about why and how certain things were done, but 
rather about how to do things better. It was after gaining this understanding that the 
teachers within the group started reminding each other that restating the problems 
would not solve them. For instance, some teachers pointed out clearly that the research 
by itself would not improve their economic status but instead would provide a platform 
for them to share views and experience on the different ways through which they could 
improve their financial situation. It was through clearing their expectations and fears 
that the research group shifted their thoughts and found relevance in the discussions 
(Kemmis, 2007). The free interaction created an atmosphere in which people opened 
up and revealed unwelcome truths in their practices, including the major sources of 
conflict at school that mainly arose from: 

 Not sharing money that is paid to teachers by parents for private tutoring; 
 Gossip and blackmail in a struggle to win favours from parents and school 

administrators; 
 Favoritism, intimidation and dictatorship from the administration; 
 Lack of transparency and trust between teachers and with the school leadership; 
 Laziness, lack of commitment and a less caring attitude by some teachers.  

The discussions often resulted in a heated exchange of accusations and counter 
accusations. Sometimes teachers talked sarcastically about certain things in our 
presence during interactions, as if to confirm to us ‘these are the issues that hurt us, 
help and forward them’. The sense of enthusiasm that the teachers portrayed was a sign 
that I had renewed conversational space and succeeded in bringing a group of teachers 
together to share experiences. As Zeichner (1993) notes, such small victories matter 
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because it enabled the teachers to break away from the situation of saying ‘there is 
nothing we can do. 

Teachers organise themselves to advocate for change 
After clearing the ground for the entire change-making process, the next step in the 
third cycle of data collection was to map the way forward with the research team on 
what activities would bring them together to work on the issues they had identified. 
Similar to what Hyland (2009) notes, the teachers expressed a desire to create a forum 
where they could share ideas and thoughts and create time for bonding. They suggested 
that some form of leadership be created to facilitate easy collaboration and 
coordination of research activities. 
 In a meeting held on 21 April 2013, the teachers identified four areas that they 
believed would need attention during the research process. Among these were poor 
interpersonal relationships and communication between the teachers, and the varied 
dilemmas encountered while interacting with the children, the parents and with 
different stakeholders within the community of practice. Following the guide of the 
theory of active participation in problem solving (Zeichner, 1993; Boog, 2007; 
Kemmis, 2007), a general plan for meeting the challenges was worked out. First was to 
form a leadership structure that could manage the research activities. It was by general 
consensus that an administrator became the overall coordinator. This was crucial 
probably because the teachers needed the endorsement of the school administration to 
strengthen support and increase the quality of participation (Bodorkos and Pataki, 
2009). The chairperson was unanimously nominated by the teachers, while the 
secretary volunteered. These two would collaborate to organise meetings and 
document the proceedings. In addition, four committees were formed – for capacity 
building, mobilising children, mobilising parents and producing the newsletter – to 
spearhead the activity implementation process.  
 The leadership that was created enhanced the staff’s commitment to participatory 
decision-making, as Hyland (2009) reports, and provided opportunity for career 
enhancement and lifelong learning for school staff members. Kaahwa (2005) contends 
that leading other teachers improves performance and reflection as they take active 
participation in school affairs and become mentors of one another. We also resolved on 
guiding principles, such as commitment, voluntary participation and non-interference 
with the school programmes. This was to counter the disturbing power relations but 
also to show that we were not working against the power and institutional vacuum 
(Bodorkos and Pataki, 2009). We proceeded to draw up short-term plans concerning 
when and how each group should meet, and when to combine in the larger group to 
share information generated from the smaller groups. The committee leaders mobilised 
other members and facilitated various discussions within the small groups before 
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presenting issues to the larger group. Participants also resolved to dedicate one corner 
in the staffroom as a ‘research corner’ to circulate information about the research 
activities in order to improve communication at the school level.  
 Of course, the plans were not always honoured due to the numerous demands on the 
teachers’ school time, and thus we often took other unexpected directions (Kemmis, 
2007). A lot of flexibility was employed in rescheduling activities whenever necessary. 
For instance, meetings were usually conducted in the evenings when the job demand 
on teachers had reduced. As a result, the brainstorming sessions on determining the 
intervention strategies and the processes for implementation usually went on late into 
the evening. The chairperson created an atmosphere that encouraged active 
participation for all. As an insider, he seemed to have a better understanding of the 
group dynamics and institutional politics (Snoeren et al., 2011). Subsequently, 
participants found their own identities harmonised with those of others as they 
developed a feeling of connection and ownership of the research (Goodman and 
Newton, 2009). For instance, whenever discussions stretched into the night, the 
participants made encouraging comments, such as “we normally start small but things 
become more and more interesting as we proceed”. Such moments showed that there 
was a high degree of commitment and interest, perhaps because the issues that they 
discussed were of great relevance to them (Wicks and Reason, 2009).  
 We experienced a change in leadership to a new Head teacher, who joined the 
school towards May 2013. Although I had won the support of the old administration, I 
was unsure how to go about getting effective support from her. This time I consulted 
both the coordinator and chairperson who advised me to request a meeting to explain 
about the research. At the meeting, I presented myself with all the necessary reports 
and documents. Although the reception seemed to be lukewarm, perhaps due to the 
fragile environment, I was relieved to be informed that she had already received 
official communication about an ongoing research from the old administration. 
Although she initially appeared less interested to actively participate in the research as 
an overall administrator, she had little option because we kept reporting to her about all 
the research activities. This made her acquainted with what was being implemented, 
thus attracting her to the research. 
 The enthusiastic team conducted numerous peer-learning sessions in April and May 
2013 in which we discussed a range of problems that impacted professionalism at the 
micro, meso and macro levels. Not only did participants discuss how the problems 
impacted the work environment but they were also able to root their discussions in 
specific examples from their own experiences. Teachers complemented each other by 
giving their individual reasons for their conduct and attitudes and expressed their 
feelings. The major issues that affected them emerged, some of these centering on the 
unpleasant organisational environment. Discussing how teachers felt about themselves 
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and the open confrontation of the other were moments of reflection and improved trust. 
Similar to what is shared by Zeichner (1993), expressing feelings about things that are 
considered to be hurtful may give relief from long accumulated anger: 

So some of us had to let out what we had in mind so that it can reach where we wanted it to 
go, and to me that was something very good. And along the way since we have been 
meeting in groups and discussing here and there, one who had not known… has known, has 
learnt something. We have learnt something from each other and what I liked… it has really 
brought that bonding. To me I have liked it because there is that bonding that we have 
created to each other. Leave alone the teamwork and so on... Even when we are relating in 
groups we learn about one another and that is something very very positive on our side. 
(Tina, 30 November 2015) 

The kind of solidarity expressed by Tina could indicate a way forward to creating 
engagement both with the institution and the profession. Similar to what is pointed out 
by Kenton and Song (2010), teachers gradually developed a stronger professional 
community and collaborative working culture through open discussions.  
 A further step in this third cycle was to venture into an innovation that could help 
actually design practices that would improve the image of teaching at the institutional 
level. The innovation would be decided by the teachers themselves. My task was to 
provide guidance as an informed advisor (Wicks and Reason, 2009) so that we move a 
step away from addressing the general problems that teachers face in the country to 
school-specific ones. 
 The activity design led to the reframing of the research questions by the research 
team. For instance, when sharing experiences on best practices questions raised 
included ‘what is it that we do in this school that makes it grow?’ Such questions 
facilitated further deliberations when determining the strategies for intervention. As a 
result, teachers identified the need for improved communication and interpersonal 
relations. They decided together that they needed to acquire practical life-skills that 
would guide them in day-to-day work and life. For example, they felt the need to build 
effective interpersonal relationships, peer counselling, improved communication, 
teamwork, as well as gaining basic knowledge in computer use. They also discussed 
alternative strategies for improving the image of the teaching profession and of the 
teachers in public. They acknowledged that changing the negative public perception of 
teaching would be realised if teachers prioritised doing the right things in the 
community, to the learners and by adhering to the demands of the profession. 

Facilitating a process of Professional Institutional Engagement (PIE)  
In order to obtain more transforming power and influence on the research process 
(Boog, 2007), teachers were delegated authority to guide the research process. For 
instance, it was at the discretion of the chairperson together with the secretary and team 
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leaders to determine the agendas (Ponte and Smit, 2007a) and make decisions on the 
most appropriate days, venues and times for holding meetings. I refrained from 
chairing meetings because firstly, I did not want to appear like I was exerting too much 
influence, and secondly, I thought that chairing meetings would most likely bias the 
discussion in a certain direction or perhaps drive the process at a speed which may not 
have been appreciated. Whitehead and McNiff (2009) term this ‘moral commitment in 
action research’, in the sense that you do not tell people what to do but facilitate a 
process that enables them to make decisions that are right for them. This process of 
gaining knowledge through a process of mutual understanding is what Boog (2007) 
refers to as ability for self-determination. This helped participants to open up, as 
expressed by Herbert at an evaluation meeting: 

First was a new term ‘action research’. Because I have always heard research on this, 
research on this. Now the question was what is this action thing that we are going to see? 
The beautiful part of it, where perceptions get a little bit improved, is the openness it came 
with. We were encouraged to talk, talk and speak and let your voice be heard. So we said, 
there is a forum now were we put our differences aside and we come together and share 
now, and share experiences and talk about them. So gradually that picture [fear] faded away. 
(Herbert, 30 November 2015) 

To keep everyone on track, the chairperson usually reminded other participants that it 
was their responsibility to commit to the task that they had voluntarily pledged to 
fulfill. Even when the chairman was not available, which was very rare, the secretary 
or any other person would be asked to chair the meeting. Engaging the participants 
through democratic processes, as stressed by Whitehead and McNiff (2009), helped to 
bridge the tensions, triggered thoughts from various perspectives about troubling 
situations, and created a platform for them to discuss issues of conflict. This we could 
tell by the sentiments expressed, gestures, and by how teachers reacted to each other. 
The heated exchanges and criticisms could sometimes cause anger as some participants 
felt that certain words were indirectly directed to them. Despite this, the differences 
created a deeper learning experience within this group of teachers so that they felt at 
ease (Boog, 2007; Kemmis, 2007; Snoeren et al., 2009). Subsequently, it enabled them 
to examine their own actions, and raised their confidence and esteem as ‘researchers’. 
Such experiences were manifestations of professional institutional engagement in that 
the teachers, for the first time, had the opportunity to come together to play an 
important role in a bid to transform the working processes at the school. Similar to 
observations by Snoeren et al. (2009) and Friedman et al. (2014), it can also be 
concluded that discussions facilitated a process through which teachers collaboratively 
reflected on their role and created a deeper and shared understanding on how to 
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improve professional integrity through acts of teamwork, strengthened interpersonal 
relations and internal capacity development. 
 As stated at the outset, education in general and teaching in particular are activities 
that involve a number of stakeholders within and outside the learning environment. 
Therefore, we did not confine ourselves to working with the teachers and children only 
but aimed at creating what Bodorkos and Pataki (2009) refer to as inclusive space, by 
incorporating other significant stakeholders such as the parents, members of the 
teacher’s union, a tutor from a primary teacher training college and experienced 
researchers from the academia on the research team. These, as explained in chapter 4, 
mostly served on the feedback committee that provided a forum for sharing 
information, exchanging views, commenting and guiding the researchers on the entire 
research process.  
 In line with the concept of PIE that aims at team building, aligning with different 
people provided opportunity for social cohesion and created a strong sense of shared 
responsibility (Lohman, 2000). For instance, at meetings where all these stakeholders 
were present, they reciprocally and openly put each other to task to explain their 
weaknesses. This, facilitated conversation from a variety of stand points and 
perspectives, thus minimising a situation of simply putting the blame on others 
(Snoeren et al., 2011). The willingness to work together opened the way to an endless 
creative potential where people deliberated on different issues of interest and came up 
with a better understanding of the other (Kemmis, 2007). 
 Besides these significant stakeholders, other members within the school 
community, such as the non-teaching staff, also became participants in their own way. 
For instance, the secretary provided documents with information about the school and 
she would readily let me in the Head teacher’s office. On other occasions, she offered 
to type the minutes for our meetings. Because I visited the school several times a week, 
I came to be known as ‘researcher’ by different people in the school community. The 
gate man usually ushered me with a greeting ‘hullo, madam researcher’, or ‘yes, 
madam researcher’, whenever he came to open the gate for me when entering the 
school. Subsequently, I would not be subjected to the routine security checks done to 
other visitors to the school. On one hand, I felt guilty about such labelling and 
reception, but on the other hand, it was a pointer to be more conscious about the limits 
I needed to maintain while relating with the researched so as not to appear completely 
part of them (Snoeren et al., 2011). This I did by sticking to official protocols and 
restricting my interactions and discussions to the research agenda. The occasional 
interactions with these groups helped in understanding the nature of the different 
dynamics in the school (Hyland, 2009). 
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Focusing on the innovation 
A series of meetings were held to deliberate on what sort of innovation would be an 
appropriate deliverable that could last beyond the life of the research project. This was 
a stage in the third cycle at which knowledge was translated into scripts for alternative 
action (Boog, 2007). First I explained the project goals and conditions once more and 
clarified that the innovation should be based on local initiatives through a process of 
collaboration and equal participation (Newton and Goodman, 2009). The idea behind 
the innovation was to start modestly with what we thought was possible and did not 
need any logistical resources in order to start.  
 The rigorous process of engaging and communication enabled participants to 
forward their views both individually and in groups (Hyland, 2009). A broad question 
that seemed important to them in the search for solutions to their challenges was: 
‘What is it that we can do within our means to improve the image of teaching in the 
school?’ This question reflected the teachers’ broad perception of the change they had 
envisioned at the initial stage of the project. As a result, some teachers suggested 
innovations that were beyond the capacity of the research to handle. A lot of arguments 
and counter arguments arose, often causing enormous tension as participants reacted to 
and criticised each other’s views and opinions. However, such differences were viewed 
as a starting point for discussions that aimed at mutual understanding and consensus 
(Bodorkos and Pataki, 2009). My role was to guide the teachers back into discussing 
possible ways of working together towards sharing knowledge on self-perceptions and 
work experiences of individual teachers. Thus, this small group of ‘researchers’ was 
guided to understand that this research alone could not overturn all their problems 
(Kemmis, 2007; Ponte and Smit, 2007b). 
 By focusing our innovation on sharing personal experiences, we hoped to initiate 
practices that could bring certain reforms in the conduct of teachers within and outside 
the school. Zeichner (1993) refers to this strategy as socially critical action research, in 
the sense that it connects to the struggle for greater educational equity and social 
justice. The interactive process led the team to agree to jointly generate useable 
knowledge in a module as a way to promote professional integrity through practical 
solutions. 

8.3  The module 
To broaden communicative space about teacher professionalism and integrity into the 
wider community of practice, we decided that the innovation to jointly work on with 
participants would be to develop a module on professional integrity, based on actual 
knowledge and experiences of teachers that could be used in teacher training colleges 
and other institutions. The idea of inviting teachers to think about producing something 
together was brought up with the help of my academic supervisor based on his 
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experiences with other action research projects. Thus, the focus of developing the 
module was born out of a desire to jointly implement a project with the teachers that 
benefits them and any other stakeholders who may be interested in the work. Starting 
this project was difficult because I was unsure how to direct the activities when, as an 
action researcher, I was committed to the principle of collective participation and 
decision making (Hyland, 2009). However, after some reflection, I realised that my 
role as co-researcher was to facilitate a process of opening communicative space 
(Hyland, 2009) and letting the teachers deliberate and agree on what they thought was 
important for them. The module is intended for use as a full semester training course in 
teacher training colleges.  

Objectives of the module 
The idea and focus of the module was done via consultations and brainstorming 
sessions with tutors and student teachers. I explained my idea about the module so that 
the participants could identify what key aspects to include. Involving them in giving 
suggestions on the objectives and themes was to encourage engagement and ownership 
as the module would be important to them. A long list of ideas was generated and, after 
deliberating on each, we prioritised the following objectives: 

 To enable teachers to reflect on their identity, the goals they have in their lives; 
 Identify and promote core values of the teaching profession; 
 Communicate and share experiences that promote different aspects of the teaching 

profession; 
 Identify ethical dilemmas in their work and ably respond to them; 
 Identify ways of motivating learners in the teaching and learning processes; 
 Promote teamwork, for managing diversities towards excellent performance of 

teachers; 
 Work effectively towards changing the general public attitude/ perception towards 

the teaching profession; 
 Reflect on, and share what teachers consider to be their best moments in teaching. 

The theme of identity was perceived to be an important aspect of professionalism. In 
our findings, we established that many teachers felt ashamed to be identified as 
teachers. Teachers had a tendency towards self-pity and the majority had a perception 
that they were in the wrong profession, as confessed by Tina: 

As teachers we don’t appreciate the profession. We hide our profession, in that we don’t 
want the public to know we are teachers. We are not proud of what we are. We do not 
appreciate what we are… this comes from the grassroots, because at college students are 
never told by the tutors that they should value the profession they have come to. Students 
just sit in class and are taught to become teachers. None of the tutors taught us that we 
should love the profession that we are going in. (Tina) 
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Therefore, participants agreed that the module should guide beneficiaries to develop a 
positive attitude and better understanding of what the teaching profession requires. 
Secondly, because of the increasing number of reports on teachers engaging in 
practices detrimental to the image of the profession, such as alcoholism, absenteeism 
and sexual abuse of learners, participants felt that the module should help to share and 
promote core values of the teaching profession. Thirdly, teachers agreed that the 
module should cover aspects that could enable them to develop a better understanding 
of their roles and responsibilities, so that they can ably respond to community 
expectations, as well as address the immense challenges they faced in the school. 
 Moreover, in a bid to create a collaborative school culture, the teachers expressed 
the need for collaboration, teamwork and inclusion in the school’s decision-making 
and planning processes. Lastly, the majority of the teachers noted the widening gap 
between the schools and the community. Thus, they wanted to develop new strategies 
for changing the public image of teaching. Generally, the module focuses on promoting 
the positive aspects in teaching, what the profession entails, and what teachers should 
do as professionals. It also sets out to provide some form of motivation, as well as act 
as a tool to guide teachers to reflect on their practices. 

Process of developing the module 
The development of the module undertook the same rigorous process as all other 
aspects of this study. However, there were noticeable difficulties with determining 
themes. There was also a low response given to writing articles for the module. One 
teacher approached me to say that teachers preferred to be interviewed rather than 
write. Another one confessed that teachers feared to write because they doubted their 
writing skills. Whereas the friction they expressed seemed to suggest that they were 
fatigued and probably losing momentum with the research, the fear for writing was 
evidence that teachers doubted their skills. This raises a serious concern about the 
teacher’s self-perceptions because, as Schön (1983) observes, professionals feel less 
competent when they doubt their skills. 
 Nonetheless, several issues were discussed, including: what the module should look 
like, what the objectives should be, what the relevant themes should be, and who the 
target group should be. Participants advocated a new kind of orientation in which 
knowledge about teacher professionalism and integrity is developed and disseminated 
starting from teacher training institutions. Despite the challenges faced at the time of 
writing, the content in the module is based on practitioner produced knowledge (Boog, 
2007) and presents their own voices on what improvements they would wish to have in 
the teaching profession. This was supplemented with a few scripts that were obtained 
from individual interviews with participants. 
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 To focus on obtaining content that was most appropriate, we adopted an eligibility 
criterion for writing the stories. For a script to be included in the module, it had to 
contain a problem, elaborate how the teacher dealt with it, and provide reasons why the 
writer acted the way they did. Further, it was resolved that the story should be thought 
provoking and prompt a discussion. During the process of reviewing the scripts, we 
aimed at pointing out the most outstanding issues in the story, the new insights, the 
learning points, and its relevance to the themes and objectives. The procedure normally 
started with a plenary session in which a question or an issue was forwarded for 
discussion and after which participants would split into groups to get into deeper 
discussions. We would later converge so that each smaller group made a presentation 
of their ideas. To cater for the dynamics within the groups, all the ideas were to be 
listed and the group members were tasked to explain why they felt a certain view was 
useful. We usually looked for points of agreement and these automatically passed to 
the next level of assessment. Then other ideas were discussed and those that seemed 
less significant were eliminated until a final agreement was reached. 
 The first draft module was ready for review in March 2015 and assessed by experts 
in the field of curriculum development, such as an employee from a Non-Government 
Organisation, an official at the Ministry of Education and colleagues from Uganda 
Martyrs University and the University of Groningen. After reviewing their comments 
and incorporating suggestions, a workshop was conducted on 28 April 2015 to discuss 
the resulting module. Attendants at the workshop included the participating teachers, 
the parents, school administrators, a tutor, a representative from the teacher’s union, 
and members of the academia.  
 Generally, participants seemed to be impressed with the content and suggested that 
the module, when completed, could be forwarded to the Ministry of Education so that 
it be used by teacher training colleges. They also urged the participating teachers to 
spearhead the change process by taking the lead in serving as an example to others and 
disseminating information about the module. The Uganda National Teachers’ Union 
(UNATU), an umbrella organisation that unites most teachers in the country, was seen 
as another avenue through which information could be spread. Consequently, a 
representative at this meeting pledged to lobby for the module to be adopted as an 
advocacy tool for improving the quality of teacher education, more especially in the 
area of professional ethics. Another resolution was that parents and religious leaders 
get involved in communicating information and translating the module into practice 
because they play a significant role in shaping the education system in the country.  
 As the meeting progressed, each participant was requested to write down what they 
thought to be the most appropriate title. Twenty-two suggestions were elicited and 
subjected to further scrutiny in another meeting held on 12 May 2015. The group 
consensus was that the title should reflect the objectives and themes of the module, 
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reflect what a teacher should be, portray an idea that is thought provoking, and be eye 
catching, as well as attract the target group. Based on these guidelines, 13 titles were 
eliminated. We then divided into two groups and each group was required to choose 
two titles. This enabled us to come down to four suggestions and after critically 
analysing the content in the four titles, a vote was passed that zeroed on the title ‘What 
does it mean to be a good teacher: practical reflections’. Other meetings were held on 
22 and 29 May 2015 to discuss the methodology and steps that could guide the reader, 
the questions and exercises that could stimulate critical thinking, the general structure 
in terms of formatting, language, sequencing of the themes, and to forward ideas on 
what sort of illustrations would be appropriate under different themes. 

Piloting the module 
An improved draft was available for review by July 2015. Copies were distributed to a 
few stakeholders for further input and suggestions. The next strategy was to pilot the 
module on selected themes with students at a teacher training college in order to test 
whether issues were clear and the ease or difficulty people had in following the issues. 
Unfortunately, it was not possible to have a pilot at a PTC because of their tight 
schedule. Instead, the module was piloted through a process of peer teaching/learning 
by the participating teachers. During the evaluation meeting held on 30 November 
2015, four teachers volunteered to moderate, each of them on a theme of their choice. 
Subsequently, four learning sessions were held on 8-9 December 2015. We succeeded 
in getting five more teachers who were not part of the formulation process from Kasubi 
Church of Uganda Primary School to participate in the exercise. 
 During its pilot session, teachers were required to create a classroom environment 
in which one participant assumed the teaching role and others acted as learners. Each 
session was evaluated at the end by asking them to give their views on what they liked, 
and what they thought should be changed or improved. At the end of the four sessions, 
we had a general discussion to get their perceptions of the strengths and weaknesses of 
the module, if they thought it was important, and if it could be used by other students 
or teachers. Adjustments were made during this activity: on timing, by either reducing 
or adding time to particular sections; merging repetitive questions and adopting new 
ones; and on the methodology. It was also resolved that instructions to facilitators 
should include identifying and defining new words with the learners.  
 However, piloting the module with practitioners did not give a clear picture of what 
we intended to observe because, firstly, the participants were people with advanced 
knowledge and experience, thus their discussions seemed to stretch longer, which may 
not have been the case with trainee teachers. Secondly, it was difficult to create a 
critical learning group (Hyland, 2009) because the participants to some extent had 
tendencies of responding to each other as peers rather that give constructive feedback. 
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Nevertheless, the pilot was useful in identifying areas for improvement, which helped 
to refine the module further. 

8.4 Learning experiences 
This section reports on the activities that formed the major focus of the innovation, 
including the gains and accomplishments. There is no claim that this research 
overturned the problems at this school. We are also aware that our innovation did not 
focus on influencing change in institutional structures but on the practices of 
individuals (Snoeren et al., 2011). Simple initiatives were undertaken, a step that shows 
proof that teachers can design their own innovations to guide them as they reflect on 
their roles, responsibilities and actions. We were also concerned with promoting a 
holistic institutional engagement in the form of activities that promote a culture of peer 
learning, counselling, improving communication, collaboration and strengthening 
feedback among teachers. The goal of the intervention was to empower teachers and 
perhaps enhance their ability for self-determination (Boog, 2007), as explained in the 
next section. 

Empowerment 
Opening up space for communication and institutional engagement is a useful tool for 
empowering teachers (Kenton and Song, 2010). This research created a platform that 
fostered open discussion and confrontation. The initial discussions centered on 
building a shared understanding of the situation in regard to issues such as 
interpersonal relationships, mistrust, fear, divisions and poor communication among 
the teachers and with the school administrators. Participants thought through the 
situation and shared experiences that challenged the commonly held norms, values, 
beliefs and assumptions. Subsequently, we were able to break the barriers of isolation, 
fear, low esteem and a culture of silence that had characterised the school system. 
Teachers expressed gratitude for the learning experience they gained while 
participating in this research. For instance, Herbert during the evaluation meeting 
shared: 

She found us when we were living in another world where we would be suspicious about 
each and everybody around. We feared each other, and you feared to communicate in a 
meeting… even if there is something hurting you, you just keep quiet about it. The Head 
teacher would talk, you just see one person talking the other side, another one responding, 
but much of the staff was quiet… That is the atmosphere in which she found us… So when 
the research started… this research…this is when people opened out what they had in their 
mind. They have now a listening ear. They started speaking their minds... At least they have 
somebody now they can tell a secret, tell what hurts them, tell what pains them, and tell 
what is happening on the ground. Then as time went on, at least people translated into 
openness because it was now brought in the open. What was happening in the school is 
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Nevertheless, the pilot was useful in identifying areas for improvement, which helped 
to refine the module further. 
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each and everybody around. We feared each other, and you feared to communicate in a 
meeting… even if there is something hurting you, you just keep quiet about it. The Head 
teacher would talk, you just see one person talking the other side, another one responding, 
but much of the staff was quiet… That is the atmosphere in which she found us… So when 
the research started… this research…this is when people opened out what they had in their 
mind. They have now a listening ear. They started speaking their minds... At least they have 
somebody now they can tell a secret, tell what hurts them, tell what pains them, and tell 
what is happening on the ground. Then as time went on, at least people translated into 
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this… we were so quiet and tensed up and stressed. But now we can speak what hurts us. 
(Herbert, 30 November 2015) 

Another teacher recounted: 

For me, my experience since this research started, people can bear me witness, I used not to 
talk but ever since I came in [joined the research team] and the approach she came with 
towards this, I have changed a lot. People even never used to know how I talk but I am 
telling you the truth and I think they also know. Ever since she started with this research, 
there is a great change in me and I appreciate. I appreciate what (name) has done in my 
teaching and in everything. (Shidah, 30 November 2015) 

In a similar way, Willard, the chairperson of the research group confirmed this finding: 

The way we speak openly about issues has restored confidence in some members. For 
example, in staff meetings, even members who had never risen up to talk can now talk. 
(Willard) 

The narratives of Herbert, Shidah and Willard indicate that this research created a 
platform for sharing knowledge and thus helped the teachers to break away from the 
quietness, timidity and suspicious feelings. Talking about things that affected them 
enhanced self-esteem, competence and self-confidence. As Fernandes and Viera (2013) 
note, discussions on daily experiences and dilemmas are essential for managing tension 
and uncertainties. This could gradually create a positive impact in terms of re-
enforcing the ability for self-determination and motivation. 

Peer Learning and Counselling 
Teachers expressed the need for peer learning and counselling and yet had fear of 
opening up to colleagues about personal problems. The following excerpt during a 
group discussion reveals this need by a teacher: 

We live and work in stressful environments…We may not have professional counsellors, 
but how do we put in place such measures in terms of peer counselling. Come up with a day 
when we can meet share and cry with each other. A problem shared is a problem solved. 
(Tina) 

In response to this need, several sessions were conducted to discuss the challenges 
teachers face. The following words of encouragement were passed on to teachers 
during a general session: 

Nobody is going to give us money because we have been told clearly that there is no money. 
But we have to grow and develop ourselves, and our children have to go to school… 
Lamenting syndrome is not going to help us. It is going to demoralise us further because we 
do not see results coming in our way. So we have to think of alternative opportunities 
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available for us... The moment we exploit them, slowly by slowly, we shall move on. 
(Daniel) 

Exploiting alternative opportunities, in their view, meant engaging in practices such as 
seeking upgrading to grow professionally, taking on private tutoring of learners or 
engaging in private business in order to enhance their financial status. Of course, this 
could lead to negative implications for teaching and learning.  
 Teachers also responded to specific skills gaps in areas of computer work and held 
discussions to analyse the Teacher’s Code of Conduct. Individuals volunteered to 
facilitate the discussions, as topics like teamwork, learner motivation and roles and 
responsibilities of teachers were covered through peer teaching. Internally initiated 
innovations helped teachers to actually exploit the available opportunities. For 
instance, many teachers were able to acquire computer skills through peer coaching. 
Currently more than half of the teaching staff can ably communicate by use of internet. 
Thus, the diversities within the research team opened up new opportunities for peer 
learning and counselling, which potential, if sustained, could help other staff improve. 
Moreover, they had time to engage in learning sessions that enabled them understand 
how their colleagues worked. Others mentioned that action research helped them to 
reflect on their own teaching. As suggested by our theoretical concept of reflectivity 
(Banks, 2009) in chapter 2, reflecting on past experiences helped teachers, who in the 
beginning had showed signs of negative sentiments about the schooling system, to now 
take a positive approach, as pointed out by Willard: 

In the past, if you could recall, we were able to know through our discussions that maybe we 
are also sometimes in the wrong, because it takes humility for one to realise also their 
problem. Because what is easy is that we always accuse the other person, but when we say, 
‘wait a minute, how about me?’ You remember sharing our experiences about how each of 
us was able to join teaching. You know we, we now realised, look, we are now two different 
people but we have to work together. When we discussed the skills, values, you remember, 
life skills, if you recall the session we had on that under capacity and we realised individual 
differences and how they affect each other and how we can relate… The platform we got, 
the discussions we had were able to point out a few things that probably we were taking for 
granted or were missing out which were affecting the way we relate and work. (Willard, 30 
November 2015) 

Willard commented further that “even if you left now, we shall never be the same 
again”, probably implying that the learning process had helped teachers to reflect on 
their own experiences as a step forward to improving their practices. The quote below 
serves as further evidence that the research provided opportunity for personal renewal 
and professional reconstruction:  
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We are learning the things we learnt at college [teacher-training college] but this time we are 
discussing things from experience, not in an abstract way like we were taught at college. 
(Willard) 

As the research progressed, teachers acknowledged that they had moved beyond 
talking about problems to learning and building personal confidence. This enhanced 
their capabilities in that they became more open and freer to talk and learn from each 
other. They argued that it was paramount for them to speak openly about issues that 
affected them, but also develop the will to accept criticism and act on it without feeling 
offended. They observed that seeking advice and correction from others was one way 
of bringing about improvement in the profession. These accounts from the discussions 
suggest that teachers were yeaning to be role models and exemplary in their work and 
conduct. They stressed the values of self-reflection, self-appreciation and openness as 
useful guidelines for professional enhancement. 
 In the move to gain exposure to new knowledge and ideas, the participants 
suggested innovations such as exchange visits, workshops, and collaborative business 
ventures as strategies to be adopted in order to get out of the undesirable 
socioeconomic status. Kolodziejczyk (2013) recommends this kind of learning as a 
step towards giving teachers the privilege and responsibility for establishing their own 
collective professionalism. Moreover, accepting to take one’s own responsibility is in 
the domain of discretionary practice (Jarvis, 1997), where professionals strive to do 
something to better the situation despite their difficulties. 

Improved teamwork, interpersonal relationships and collegiality 
The discussions provided a platform for teachers to question their actions in view of 
bringing about a positive change in attitude. Tina, a participant at a training session 
pointed out that “as teachers we need to appreciate ourselves, what we are, where am I 
in view of the environment in which we work.” Others advocated for a change in 
mindset when interpreting what was happening around them, by asking questions such 
as: ‘What is it that we do in this school that makes it grow?’ They emphasised sticking 
to values, such as seeking collegial approval and feedback in order to curb suspicion 
and rumour mongering. Through action learning, teachers enlisted in teamwork to 
support each other when faced with challenging situations. They came to appreciate the 
dangers of stereotypes, and emphasised that stereotyping some teachers as 
hardworking or lazy, or nicknaming them as ‘dinosaurs’, should be avoided. Name-
calling brought about divisions that retarded innovation and creativity. They argued 
that instead, teachers should build on each other’s differences as learning points. At the 
evaluation meeting, participants recounted experiences that showed enormous gains 
such as renewed collaboration and trust, as explained by the Deputy Head teacher: 
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These problems she has mentioned here (reads out), I want to say 85% has been worked on. 
Teachers freely talk out their minds. There is teamwork that has been developed… I have 
seen things changing positively on the side of the staff. Here we have a meeting, we sit, talk 
and share. You can even leave your food on table here, go out and you come back and eat it, 
but before that time you could not. You leave food here, you don’t come back and eat that 
food again, but now that fear has gone. We have now developed trust in one another. 
(Deputy Head teacher) 

Similarly, Sheila, a parent who actively participated in this research, commented: 

We looked like we were investigating each other. People would attack government policies, 
headmasters, administration of the schools, but she [researcher] went on explaining slowly 
and it is like we started understanding the objectives of the research. Then we started 
following the track and changes started coming up and people opened up to each other. 
Pointing fingers stopped… we went on becoming polite to each other and here we are with 
positive results and I pray the research group expands. And some people have really 
changed. Me, I can see some changes as I interact with the teachers. I pray that people 
motivate others… Those who receive the message should share with their fellow friends 
who are not here so that we have something good. (Sheila) 

Corroborating on the issue of improved collaboration, Doreen recounted her 
experience: 

We have gained a lot. Personally I have gained and I think teachers have gained. I remember 
how you started. The things we talked about in the beginning… how teachers were relating 
with one another. There was a lot of tension and I remember we discussed it. I remember 
how teachers didn’t like to teach together with other teachers. Even someone could quarrel 
and bang on the table in the meeting on learning that they were to teach with a certain 
person. At least things are now better. (Doreen) 

Teachers again shared that action research had improved communication and 
information flow, explaining that the bottom-up approach that school management had 
adopted had restored trust between the staff and the school administrators: 

Actually I would like to say that before [the research] we were not discussing staff 
allocation. You remember class allocation. At the beginning of the year, someone would 
come and read, ‘primary 7 this [stream], so and so, so and so’. You never question, you 
either go and teach or… but nowadays there is a bit of discussion. There was even a time 
when it came from the teachers themselves, then it went to administration, to panel bit, and 
they came up with the list. So those tensions that we created in that beginning of year 
meetings a little bit lessened and people were like, ‘what is this?’ (Willard) 

Embracing democratic procedures created a stronger sense of ownership of the 
innovations by different stakeholders and thus strengthened professional institutional 
engagement, as elaborated in our theoretical reflections in chapter 2.  
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Feedback 
To strengthen the interactions between teachers, learners and the entire research team, 
first we conducted feedback meetings with a smaller group of participants. These 
meetings were a mechanism for action learning (Whyte, 1990) through which 
participants became researchers, interpreters, collaborators, gatekeepers and advisors in 
the research process. Second, we published three issues of the newsletter as part of our 
information-sharing strategy. The first issue contained articles written by the teachers 
on teacher interpersonal relationships, including suggestions for improvement. The 
second contained articles by both teachers and learners on practical ways of enhancing 
professionalism in the teaching and learning process, while the third gave opportunity 
to children to ‘speak out’. With the third issue the intention was to find out from the 
children what new practices teachers had adopted after the prolonged period of 
research with them. The newsletters raised critical perspectives about issues that affect 
the teaching and learning process such as teacher identity, collegial collaboration and 
teamwork. Writing and reading stories by teachers and pupils helped them to see many 
sides to outstanding issues and reduced burnout. Similar to Tukundane and Zeelen’s 
(2015) experience, it kept the momentum of the innovation process high and became a 
basis for further collective planning. 
 The newsletter voiced significant concerns on both ‘good’ and ‘bad’ practices and 
revealed major differences between espoused values and actual school practices 
(Schön, 1983). For instance, children recounted experiences which revealed several 
forms of child abuse such as the use of corporal punishment, vulgar language and 
discrimination by some teachers. Although their revelations caused uneasiness amongst 
teachers, nevertheless, they brought to light some unwelcome truths that prompted 
some teachers to take immediate corrective action. For instance, after reading the 
newsletter on children’s voices, teachers found immediate ways of intervening. A staff 
meeting was arranged to discuss and reflect on the issues that were raised by the 
children, and subsequently, some teachers revealed that they eliminated the cane from 
the classrooms. Others held meetings with the children to explain the situation and 
changed the sitting arrangement: 

I have changed even now after reading what the children said. We went back to class and 
asked them, ‘how do you want to sit?’ We even explained to them why we did it [grouping 
children according to academic performance]. We explained that ‘we did not intend to hurt 
you but to help each one of you’. Even that boy… I investigated and found out who he was 
and I changed him. I asked him where he wanted to sit and changed him. He did not know 
why I was doing it. Even those papers, we were giving for money, but now I have given 
them many for free. (Doreen, informal interaction, 23 July 2015) 

Doreen’s submission is corroborated by a narrative from another teacher who shared: 
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Although it did not come directly from one of my classes, but I discovered that it was one of 
the methods I was using and it was somehow mental torture to these children... I used to say, 
‘if you know you are not scoring this mark, for you your line is going to be on this side, 
separate them… sitting arrangement… the clever ones on this side. Because you are 
stubborn, you are not even putting a lot of effort; you are going to spoil these ones from 
doing well.’ So when I read this thing [the newsletter], the child who wrote the voice out 
said that is totally mental torture, that teachers are segregating them... So when I came back, 
I started mixing them. They did not even know why I was doing it, but I said, ‘you who 
cannot even do anything come and sit here’ and they would say ‘but…’ and I said ‘no, come 
and sit.’ And it has also improved on that child’s performance. So it gives me a guide that if 
a child has failed to learn from a teacher, he can learn from another child. (Sarah, 30 
November 2015) 

Another advantage of receiving feedback from the children was that it inspired teachers 
to reflect on certain practices while at school, as voiced by Willard and Pearl: 

This is like a mirror in which we should see ourselves. For me at first, I thought, do these 
things really happen? But then I said yes this is very true, these things are happening in this 
school. We should cause a meeting and talk about these things. Some members may get it 
negatively, but we shall not discuss individuals. It will be a moment for reflection. Even if 
not all people change, but out of 100, if 20 change, this can be very good. (Willard, launch 
of newsletter, Issue 3, 24 July 2015) 

I just wanted to say that for me it was a challenge and very interesting… because I am one 
person who believed in a stick. I felt like, because of the big numbers we handle, if you 
don’t use a stick, they will not listen, they will not do anything. But after reading, I realised 
that children hate the stick. They don’t like it at all. So it forced me… I came to know that I 
should not use a stick at all. Even if it does not mean caning but even if you just handle a 
stick, they fear… (Pearl, 30 November 2015) 

An important observation from the submissions of the teachers is their ability to realise 
and accept their weaknesses after getting feedback from the children. Of course, not all 
the teachers took a positive step because some of them were defensive and laboured 
hard to justify their actions. 
 Besides individual teachers taking corrective measures, the newsletter was a 
learning point for others to become more reflective, thus adjusting their own working 
strategies. The ability to embrace reflective practice is evident from what Herbert 
explained:  

There was self-reflection and personally I appreciated it for one reason… Now in this 
[newsletter] we have a case where children are talking, where children are making 
comparisons themselves, giving us experiences from other schools... Now for me this is a 
significant point because I will know the effect on this child for having left the other school 
yearning for something here, yearning for an effective learning environment, yearning for an 
effective teacher, yearning for something that will impact this child definitely. My question 
as a teacher is have I met this child’s needs and expectations? Other than you changing the 
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them many for free. (Doreen, informal interaction, 23 July 2015) 

Doreen’s submission is corroborated by a narrative from another teacher who shared: 

Professional integrity of teachers in Uganda 221 
 

 

Although it did not come directly from one of my classes, but I discovered that it was one of 
the methods I was using and it was somehow mental torture to these children... I used to say, 
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effective teacher, yearning for something that will impact this child definitely. My question 
as a teacher is have I met this child’s needs and expectations? Other than you changing the 



222 The Action Research Process at Nakasero Primary School   
 

attitude as a teacher, how are you going to impact on the child? Now to go to the methods of 
teaching, how much has this helped us? In the caucus, in the small groups we have done 
this. Back in class, is it talk and chalk? (Herbert, 30 November 2015) 

Consequently, Herbert declared for teachers to engage more actively in learner-
centered teaching:  

Just like you encouraged us to come and present here, back to class we encourage these 
children to read books, perform your supervisory work, let them come and present, and you 
encourage each of them, even the poorest, to participate. So for me, it is tremendous results. 
I believe if it goes across the whole school, then results will be much better. And I think 
today more than ever I will confidently say that the performance I expect from this year’s 
performance, as a result of what I was able to transfer from what has transpired here to the 
classroom, the results will be a little bit much better. (Herbert) 

Teachers demonstrated that they used action research to revise their teaching 
approaches. For instance, they reported to be integrating research into their 
teaching by engaging learners in evaluating lessons and behaviour, and 
inputting on what methodologies they felt were more desirable. Thus, teachers 
asserted that they understood what the learners thought or felt about them and 
the lessons. A practical experience is shared by Doreen:  
 

I told my class to write what they think about me. Some of them indicated that sometimes I 
am good and sometimes tough. They suggested that I should at least introduce some jokes 
and stories to make the lessons more interesting. We discussed this mutually and it helped 
me learn a lot. (Doreen) 

Another teacher shared: 

And another thing, it has again brought up that bonding, because now we can bond with 
them [children] easily because we know that they know us. At first we didn’t know how 
much they know us, but now we know they know us, so we bond with them and get to know 
them better. (Tinah) 

Similarly, Sylvia recounted how involving the learners in evaluating her lessons 
changed her attitude to teaching and the way she relates with the children: 

I became a victim of some of the writings. There is a way I changed my attitude towards 
teaching this particular year. During the time of writing I got a note direct. I learned of it 
because the child was from my class… said ‘teacher, you have been very rough to us… 
Teacher (name) has been too cruel to teach us’ …mentioning the name! So I really felt it at 
heart. I would read what was in the child’s mind. So I called a child plus a few friends and 
said ‘(name) can you tell me whether I have been too cruel?’ And he said, ‘teacher you have 
really been too cruel but some of us don’t mind...’ However, I had to check myself. I 
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actually realised that this year there is a way I have been acting as a result of this research… 
I now had to say am sorry… in fact I had to apologise. I said ‘I am sorry, if I have been too 
cruel but for some reason… I will relax.’ I really had to check myself. All that came from 
this. (Sylvia, evaluation meeting, 30 November 2015) 

While Agnes confessed that previously she was less concerned about attending to 
certain issues, during the research she realised that they impacted negatively on the 
children’s learning: 

I used to have several issues in the class and I used to call them petty issues. ‘This one has 
taken my book’… I say ‘you also go and get his’. ‘This one has beaten me’… I say ‘you 
also go and beat him’. ‘This one has abused me’… ‘you also go and abuse him’. My work 
was about teaching the syllabus and finish, but not taking into consideration these inner 
details. (Agnes) 

The practice of the teachers seeking to understand the children’s problems through 
mutual interaction, as seen from the examples of Doreen, Sylvia and Agnes, could be a 
step in creating a positive school culture that is self-regulative, caring and committed to 
improving learning opportunities for the children. As Heather (2013) observes, action 
research provides opportunities for teachers to become part of a self-regulating 
profession. 
 Furthermore, teachers mentioned that action research enabled them to change their 
general outlook on life and to start perceiving the profession in a more positive way, 
emphasising that they came to realise the limitations of lamenting about problems: 

And this is one of the [few] groups we have had in the country where a teacher talks about 
himself, not lamenting but looking at how he can turn around his situation to a better 
situation. Because normally when we gather, it is our problems: those governments are not 
giving us this; we are having this… (Willard) 

On the side of the learners, teachers mentioned that they were impressed with the 
manner in which the children felt empowered after they were given the opportunity to 
write. They remarked that children had become more assertive when discussing issues 
with the teachers and parents: 

And the best thing I have liked most is on the side of children. Children get that opportunity 
to talk about the teacher, to tell you what they want. It is very great. And this 
communication does not stop here; they go and talk to their parents. You know they share… 
they have told us to talk about the teachers and others were even coming and sharing. You 
see the teachers have changed, he no longer beats, and we no longer see sticks. (Deputy 
Head teacher) 

Pearl, a teacher who doubles as a parent at this school, shared that her daughter did not 
have any reservations about giving feedback to teachers through writing:  
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My daughter came and said, ‘Mummy, children were given chance to write about teachers 
and they were told not to put their names… at least Mummy, this time at least… some 
teachers… we are supposed to talk about it. That magazine should be brought every year so 
that we get chance to write again.’ So I felt so touched. I felt we have to change ourselves as 
teachers. (Pearl) 

Therefore, it can be argued that participatory action research to some degree reinforced 
the ability of teachers to adjust their classroom practices, and as such, we succeeded to 
create a learning organisation. Teachers embraced the idea of self-evaluation, improved 
their relationships and with the children, developed positive emotions as they obtained 
feedback, and were able to reflect on their practices. 
 By asking questions, such as ‘What kind of teachers do we want to be?’, they come 
to define their own knowledge, skills competencies and attitudes. As the project 
progressed, there were indications that teachers had developed new perceptions and 
attitudes in ways of understanding reality (Lohman, 2000). 

New identity 
There are several other accounts from interviews that show the teachers’ appreciation 
of the value of action research. The comments made by the teachers, such as “we are 
on the wall but feel like we are inside” or “we have all been incorporated in the 
research”, indicate that teachers felt connected to the research. Moreover, their 
participation gained them a new identity as researchers within the school community. 
This was expressed by Willard during a feedback meeting: 

The research has registered an achievement in bringing a certain group of people together. 
There is a sense of belonging in that people now refer to us as researchers. (Willard, April 
2014) 

Consequently, participants moved away from talking in the first person ‘I’ to ‘we’ 
whenever they discussed issues pertaining to the research. Their identity with the 
research was asserted with the trust and the frequent interest to participate in all 
activities. For instance, they were concerned with checking on the functionality of the 
voice and video recording devices to ensure that all information was captured. 
Whenever I was not present, they captured the proceedings of the meetings using their 
own mobile phones. Moreover, they often assisted with setting the video recorder and 
were always at ease when being recorded. The teachers and learners whose articles 
were documented in the newsletters felt proud and accepted that their pictures and 
names were included. It can be said that participants in this research were genuinely 
proud to be associated with it. 
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Changed attitude to research 
The teachers revealed that it was their first time of hands-on experience with 
collaborative research. The majorities of them were proud to be associated with the 
research and appreciated the benefit of action research in helping them to address the 
daily challenges they encountered in their work. Sylvia pointed out that this project 
provided a new insight into the field of research by using an approach that was least 
known to the majority of them:  

I think I was a different person. I saw Madam (name) as wasting my time. I still remember 
telling you when we met that time. I thought it was wastage of time because very many 
people had come and there were many things that we talk about but there is no action. No 
results. So actually I remember telling her that ‘Madam (name) I am going to talk to you just 
because I have gone through research and I saw a huddle of what it means to research’. So 
all along I thought it was wastage of time… I didn’t see any sense in it because of what had 
been happening before. However, I do appreciate and I am very grateful that what we are 
working on has created a change in us. At least I can now appreciate another person to 
come, knowing there is something better I can get from the research. Otherwise before that, 
it was meaningless to me. (Sylvia). 

Willard indicated: 

In 2012, when they said there is research, first we are used to people coming, they bring the 
questionnaires, you fill them in and then you hand over. You even don’t get communication 
of what happened. You don’t even know who brought them. Sometimes they are distributed 
by our neighbours in class [administrators], so that is it. But what struck my mind was that 
we were having a researcher, someone who was going to sit in our meetings whenever she 
comes to school. The first impression was that the Headmaster has brought a spy… To me, I 
felt uncomfortable because I had never heard of someone, in meetings, going to sit with us 
in class. (Willard) 

Another teacher could not reserve feelings about her preference for the methodology of 
action research. At the launch of the newsletter, Agnes suggested: 

We should put copies [newsletters] in the school library so that other people who come to do 
research here are told how to do research. We have to show them that this is how research is 
done. (Agnes, 28 April 2015) 

Moreover, teachers were impressed with the cordial relationship and mutuality that 
went with action research. Consequently, they showed their satisfaction, for example: 

The most things I liked when she came and approached us in lower school, I first feared 
until she had to counsel me and said ‘whatever you say, I will not take it out. It will be 
between me and you…’ Then I liked her when she came and met us as a group and we 
discussed. I saw everything was coming out nicely and I have enjoyed it. (Beatrice, 30 
November 2015) 
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Another teacher observed: 

You are more of a learner and you allow all people to give their views, which, by the way, is 
the right thing to do. (Harriet, 12 April 2014) 

Thus, action research as a methodology of change and development (Carr, 2007) 
helped participants to overcome the limitations associated with the traditional 
approaches to research where respondents were usually treated as research objects. 

8.5  Reflection on the research process 
It takes time, commitment and patience for people to understand that research can be of 
benefit to them. Participants in this study appreciated and opened up to speak freely 
about issues that affected them at the school after going through a rigorous process and 
establishing a trusting relationship with the researcher. Most importantly, it has shown 
that teachers can become active participants in the education process when they 
experience a sense of recognition, involvement/inclusion in school affairs, when they 
have respect for each other, and are able to communicate openly. This study shares 
similarities with studies undertaken elsewhere (Jansen, 2006; Sahlberg, 2011; 
Kolodziejczyk, 2013), which indicate that working with teachers can have a positive 
influence on their attitudes because it triggers feelings of appreciation and recognition, 
thus enhancing their self-esteem. Indeed, this research clearly shows that teachers, who 
were once passive, felt excluded and could hardly speak at staff meetings can gradually 
turn into active participants in the decision-making processes with strong institutional 
engagement and increased professional integrity. 
 Action research is a long tedious journey with both experiences of joy and of 
frustrations. First were the difficulties I encountered while negotiating through the 
bureaucracies and hierarchical power relations, especially when some individuals 
showed that they had better knowledge and solutions to the problem. For instance, 
while the stakeholders at the Ministry of Education and Sports clearly acknowledged 
that the problem of professionalism and integrity was of national concern, nevertheless 
they regarded the topic to be of little relevance to them. Consequently, even though the 
project set out to work in collaboration with education officials, their engagement was 
limited because they seemed too defensive and maintained that government had better 
plans for rectifying the situation. Similar to what is observed by Hyland (2009), it was 
sometimes difficult for the researcher to maintain an outlook that could not be 
interpreted as challenging the formal systems. I also occasionally experienced feelings 
of frustration working with teachers who seemed to be used to the top-down 
hierarchical working orders (see similar experiences reported in Snoeren et al., 2011). 
For instance, the majority of the participants needed to be reminded many times before 
accomplishing tasks. Time management and failure to honour appointments or commit 
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to what they would pledge to do, such as writing articles for the newsletters or module 
were another issue. Nonetheless, teachers showed substantial enthusiasm whenever we 
succeeded to come together to discuss issues. Thus, we realised that it takes a lot of 
patience, commitment, time and self-control to work with adults who have their own 
expectations, priorities and agenda. It even becomes more difficult with those who 
work in complex challenging situations such as Ugandan schools where teachers are 
struggling to make ends meet. 
 I experienced difficulties in changing the state of affairs in an institution even when 
most participants sensed certain things are wrong. Reflecting on what Schön (1983) 
explains, there seemed to be questions in relation to tensions between espoused values 
and values in actual practice. What the school community perceived to be the norm 
determined teachers’ attitudes and actions. For instance, teachers identified practices 
such as private tutoring, examination-oriented teaching and prolonged stays in class, as 
detrimental to both teachers and learners, and yet they could not readily change these 
practices. Such inability to exercise discretion is evidence to show that teachers lack 
autonomy to abolish or change deep structures of schooling (Hyland, 2009). 
 At the same time, getting people to research their own conduct in a community 
marked by a growing rate of social anomy was challenging. It appears that what 
teachers do is very much entrenched within the systemic culture (Jarvis, 1997). 
Therefore, even when participants readily accepted that change was needed, they 
seemed reluctant to pilot the change process. It was also found that people are neither 
used to nor willing to expose the wrongs that take place in the institutions where they 
work. Tendencies of hiding the ‘dirty linen’ were evident. This was clearly seen in this 
study by the way in which some teachers struggled to portray the situation at school as 
cordial and nice in the first questionnaire survey of this study (see data collection, 
cycle 1, in chapter 4). Even later in the study, the reactions to the feedback that was 
provided by the children through the newsletter showed the difficulty to accept 
teachers’ weaknesses and some struggled to justify their actions. Consider the 
following conversation captured during an informal interaction with two teachers: 

Mercy: In fact we do these things and I don’t like it personally. We did it [grouping children 
according to academic performance] yet no one told us to do it. We should change the class 
before the headmistress reads it. In fact, let us change the class now before she abuses us. 

Doreen: But it helps when we group them according to performance. 

Mercy: But, as you can see, weak children are left on their own. I think it benefits the 
teacher but not the learner. 

Doreen: Please change some things because this is a public document. How will parents 
hear that this happens at Nakasero? 
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to what they would pledge to do, such as writing articles for the newsletters or module 
were another issue. Nonetheless, teachers showed substantial enthusiasm whenever we 
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teachers’ weaknesses and some struggled to justify their actions. Consider the 
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according to academic performance] yet no one told us to do it. We should change the class 
before the headmistress reads it. In fact, let us change the class now before she abuses us. 

Doreen: But it helps when we group them according to performance. 

Mercy: But, as you can see, weak children are left on their own. I think it benefits the 
teacher but not the learner. 

Doreen: Please change some things because this is a public document. How will parents 
hear that this happens at Nakasero? 
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Researcher: But that is the purpose of research? Not to tell people what they want to hear 
but to bring to light the unknown. 

Doreen’s suggestion that we change the content of the newsletter was ethically 
unacceptable (Snoeren et al., 2011). Nevertheless, such discussions helped the teachers 
to be more reflective as they debated and questioned some of their actions. It was for 
this reason that I made my stand clear that research is not about what people want to 
hear. 
 It can be argued that this project succeeded in helping teachers to not only 
problematise certain situations (Pimenta, 2007), but also created in the school a culture 
for teachers to evaluate their own actions and practices. It can also be said that the 
innovation of working with teachers through a collaborative learning process aligned 
well with what we set out to do in our theoretical insights on reflective and 
discretionary practice, professional institutional engagement and normative 
professionalism, as expounded in chapter 2 and in the conclusion in chapter 9. 

8.6 Concluding reflections 
In this chapter, we have shared our field experiences of action research. From the 
onset, our intention was to promote actions through a collaborative learning process 
that strengthens professionalism and integrity at the institutional level. We have 
explained the processes that were undertaken and the research outcomes; we have also 
shown the importance of conducting action research in schools and provided practical 
examples of what teachers pointed out as benefits. The chapter presents initial 
experiences of less empowered teachers working under fear, intimidation and isolation, 
but who later broke such barriers to become more engaged, empowered and reflective 
practitioners. The intervention provided a forum for teachers to come together to think 
about troubling situations, questioned their practices and suggested ways for 
improvement. As they shared accounts of their experiences, they gained new 
knowledge from various perspectives that improved interpersonal collaboration and 
openness. The chapter also points out the benefits of action research in enabling 
teachers to adjust their teaching methods, thus improving the teaching and learning 
process.  
 However, this research alone could not address all the problems at the school. First, 
teachers work under a system where their actions are literally influenced by the 
bureaucratic and hierarchical power relations of the Ugandan school system. Therefore, 
whereas the teachers seemed to fully understand the benefits of adjusting their conduct, 
suggestions to undertake parallel actions were hindered by the fact that they lacked the 
autonomy in decision making (as identified by the findings in chapter 7). More so, the 
difficult conditions under which teachers work seem to impact negatively on their 
practices because the conditions lead to conflict of interest, a feeling that they are 
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doing what others are doing, and embedding them in dilemmas that make the 
sustainability of any innovation difficult. Rogers and Sizer (2010) observe that 
teachers’ violation of good conduct results from a progressive moral failure that causes 
them to accept certain ethical violations. Moreover, the lack of autonomy implies that 
teachers lack the will and courage to confront wrong doing in the face of pressure to 
remain silent or collude (Rogers and Sizer, 2010). Nevertheless, when we reflected on 
the entire research process, the little innovations that were tried out were counted as a 
success by the participating team in creating a better working climate in the school. It 
could be added that, given the wide range of difficulties and dilemmas experienced by 
teachers and the project adding more duties to their already over stretched workload, 
the action research was positively embraced. 
 Nevertheless, it was not always rosy. Like any other action research project, we 
encountered difficult moments as well. For instance, we observed that it takes a lot of 
patience, commitment, time and self-control to work with adults who have their own 
expectations and priorities. It even becomes more difficult with those who work in 
complex challenging situations such as Ugandan schools. However, there were also 
moments when we were quite assertive in making certain decisions. For instance, we 
ruled that teachers who were not ready to honour times for meetings should withdraw 
participation to minimise inconsistency in attendance.  
 Moreover, maintaining rapport, a positive outlook and keeping a closer working 
relationship with a diverse group of participants over a prolonged period of time was 
not always easy. In this process we had to learn to adjust and adapt strategies of 
dealing with different personalities, and perhaps teachers also had a grasp on our 
personalities. We also came to appreciate the difficulties of setting and following a 
clear agenda in action research. For instance, we would draw up programmes for the 
research activities only to be intercepted by other school activities. And yet, as 
outsiders, we had ruled out interference with the normal school routine. Making 
decisions on certain actions was sometimes challenging and thought provoking. In fact, 
there were moments when we developed feelings of hopelessness and despair and yet 
had to manoeuver through the system. For instance, we experienced enormous 
difficulties at the time when the Head teacher was interdicted and later transferred to 
another school. Re-negotiating entry and transition into the new school leadership was 
cumbersome. 
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Chapter 9: Conclusion and Discussion 

This qualitative study sought to analyse the challenges of professional integrity and the 
dilemmas faced by teachers in Uganda with a view to exploring future options and 
remedies. By employing a participatory research approach, the thesis goes beyond the 
usual methodologies that are limited to measuring and mapping problems (Boog et al., 
2008; Van Strien, 2007) and proceeds to design innovations with teachers themselves 
for improving professional practices. In this way, this study can make a remarkable, 
and much needed, contribution to exploring answers in terms of policies and strategies 
for addressing the glaring problems of deteriorating professional integrity in Uganda, 
as well as in many countries in the world. This chapter reviews the different phases of 
the research process, then reflects on its contribution to theoretical approaches to 
professional integrity and action research, and ends with the guidelines that the study 
provides for improved educational policies and educational management.  
 Considering that action research involves cycles of data collection, dialogue and 
participation (Stringer, 1999), this study was undertaken in three phases. The first 
phase explored the situation of the teaching profession and the reasoning, perceptions 
and attitudes of teachers and different education stakeholders on the state of the 
teaching profession in Uganda. The findings of this phase are presented in chapter five. 
I argued that mapping this broader context was required to gain deeper insight into 
issues that impacted professional integrity of teachers at the macro, meso and micro 
levels. Thus, findings in chapter five relate to broader education sector challenges, 
some of which were also raised in the general theories of professional integrity that 
were discussed in chapters two and three. 
 The second phase of the study involved applying an emic approach to gain a deep 
understanding of teachers’ professional practices and dilemmas from the point of view 
of the teachers themselves. The approach was to mingle with teachers in a school 
setting and have informal as well as formal interview sessions, thus gaining better 
understanding of teachers’ problems and why certain practices could develop. 
Responses to this second research question led us to chapter six that presented the 
research outcomes of this thesis based on school-specific issues. This phase of emic 
data collection also involved answering the third research question: what dilemmas 
face teachers concerning professional integrity? The phase was itself a meaning-
making process (Stringer, 1999) because it enabled the teachers to open up, reflect and 
freely discuss the challenges and dilemmas they faced. The mutual trust revealed a 
great deal of information and insights about teachers’ experiences, practices and 
thinking, more than had been provided by the interviews at the first inventory phase. At 
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many points it even corrected the views expressed in the earlier interviews and data 
collection when teachers often sketched a quite positive and uncritical image of their 
school and their work. The second and third phases of this study clearly showed that 
quite misleading results would have been obtained if only quick and superficial data 
collection methods were used. Even statements given during interviews may be 
misleading if trust, conversational space and open discussions between peers are 
absent. In this study, participants only opened up to speak about their concerns and 
disclosed unwelcome truths (Kemmis, 2007) on issues of professional integrity after 
establishing rapport with the research team and erasing their fears. Thus, the emic 
research process reported in chapter seven could build on chapters five and six by 
framing key dilemmas based on reflections and experiences of teachers in specific 
work environments. 
 The third phase involved a series of joint actions to dialogue on possible ways in 
which teachers would bring about improvements in their practices. A fourth research 
question that was addressed was: what kind of innovations can be developed in 
partnership with teachers in order for them to play an active role in improving the 
professional integrity of teaching/teachers? Chapter eight reported the strategies and 
processes as well as the innovations that were implemented jointly with the teachers 
through collective learning processes. Creating a forum for teachers to dialogue on 
issues of importance to them, including producing a training module based on their 
actual experiences, was a strategy that was not previously used in the Ugandan context. 
Through open communication, learning and confrontation with others, it widened their 
participation and added value and meaning to their professional interactions. 
 This final chapter also explores the contributions that this study makes to academic 
dabates about professional integrity. Started in chapter two, my analysis and 
discusssion draws on a set of theoretical concepts developed to grasp the challenges of 
sustaining professional intergrity. Specifically, I have used the concepts of reflective 
practioner, discretionary practice, and normative professionalism.  By giving due 
attention to the working conditons for teachers in Uganda that tend to be flawed, I add 
to this debate by proposing the concept of Professional Institutional Engagement (PIE). 
Key to the idea of PIE is that beyond reflection and discretionary practice, teachers 
need to engage with the profession and collaborate with the colleagues in the 
institutions in which they work, if at all rightful and responsible choices are to be made 
for the benefit of their pupils and the schools. I will discuss the three phases in some 
detail and then explore the contributions this research makes to theory about 
professional integrity, to reflections on methodology, in particular on action research, 
and finally on what educational policy and management can learn from it.  
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9.1 The status of the teaching profession in Uganda 
Phase one of this research, reported in chapter five, was undertaken in order to 
understand the situation of the educational sector in Uganda, as well as the perceptions 
and attitudes of participants about the state of the teaching profession and professional 
integrity. This led to a better insight in the second sub-objective of the present study, 
namely that aimed at finding out the factors that accounted for the teachers’ conduct 
and practices. The accounts from interviews indicated that the current state of the 
teaching profession was in part related to historical evolutions, namely, the trends in 
education and teaching in Uganda since the colonial times. For instance, although 
teachers in the past enjoyed a higher social status, nevertheless, their conditions of 
service kept them in vulnerable and complying positions rather than helping them to 
stand on their own. During colonial rule, integrity was based on the authoritarian 
framework of the missionary masters who demanded that certain religious values and 
practices were observed. Thus, African teachers presented themselves as loyal servants 
to their masters rather than as persons of experience and wisdom who would take up 
responsibilities. 
 Strict control and suppression of African teachers under the missionary rule limited 
opportunities for them to participate in making important decisions. One result was that 
as soon as the strong arm of the missionaries was removed, teachers resorted to 
activities that were formerly not approved (Ssekamwa and Lugumba, 1997). In the 
wake of deterioration of professional integrity observable in the economic turmoil of 
the 1970s and 1980s, government did little to revive not only the teaching professions 
but Uganda’s public service sector as a whole.  
 Little has been done since independence to actually empower and motivate teachers 
to work as autonomous professionals. For instance, an essential strategy to reform 
education and the teaching profession in Uganda has been to train and retrain teachers 
so as to create a vibrant teaching force. Such strategies have succeeded only in 
increasing the number of trained teachers and raising pupil enrollments (Aguti and 
Fraser, 2005) but not in creating reforms that can improve professionalism and the 
public image of teachers. The perception during colonial times of teaching as ‘noble’ 
professional appears to have gone, together with bureaucratic power structures that 
dominated teachers (Ssekamwa, 2000). The interviews showed continued suppression 
of the voice of teachers, through top-down rules and hierarchical power relationships, 
which has not created any positive impact on professional integrity. Whereas there is 
general concern about increasing incidences of unprofessional practices, which is 
consistent with Munakukaama’s (1997) description of a tarnished public image of 
teachers, the available studies on the teaching profession hardly show any initiatives to 
establish the reasons why teachers behave the way they do. Thus, it was important to 
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listen to the narratives of teachers themselves in order to get a picture of their personal 
perceptions and experiences on professional integrity. 

9.2.  Gaining an emic understanding of reasons for teachers’ practices in 
Uganda 

The second phase of the study, reported in chapters six and seven, aimed to delve 
deeper into the factors that affect teachers’ conduct, the dilemmas they face and their 
perceptions and attitudes when facing such dilemmas in their professional practice. 
Teachers in Uganda did not only endure forces that impacted them from the external 
context, such as education policies and pressure from the parents and the communities, 
but also institutional challenges. For instance, deprived working environments made 
their work difficult. Schools that lack basic facilities do not motivate teachers to strive 
for good practices to enhance effective teaching and learning. As many scholars agree, 
a good work environment stimulates feelings of recognition and helps people to find 
more meaning in their work (Sahelberg, 2011; Pollard, Black-Hawkins and Hodges, 
2014).  
 There is evidence in this study to show that teachers who got opportunities for 
mentoring were nurtured by the school system and then gradually began to appreciate 
themselves. On the other hand, those who worked under extreme conditions resorted to 
a laissez faire attitude because they believed that they were neither appreciated nor 
supported to do what they thought was the right thing. At the same time, teachers 
found difficulties dealing with authoritarian school leadership, unsupportive parents 
and poor interpersonal relationships. Such weaknesses counteracted the capacity of 
teachers to develop into professional learning communities that help each other 
(Fullan, 2010; Sahlberg, 2011). 
 Furthermore, the government’s lack of commitment to recognise teachers’ concerns 
and improve their welfare was found to be a significant setback to enhancing 
professional integrity. In particular, teachers felt alienated because they were not 
involved in the policy formulation, and they expressed difficulties committing to 
policies which they did not actually conceptualise. Moreover, there was concern about 
the tendencies of applying coercive strategies to reform teaching practices. 
Intimidation and punitive attempts had instead forced teachers to adopt copying and 
survival mechanisms. For instance, many of them had become involved in several 
activities alongside their teaching job and were reluctant to commit to the job. This 
would require, among other things, to engage meaningfully with the teachers in order 
to foster relationships and also to empower them with both technical skills and ability 
to work as autonomous practitioners.  
 In addition, it can be said that for the teachers to internalise policies and identify 
personally with Codes of Conduct, a process of discussion, persuasion and negotiation 
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must take place (Hugman, 1996). It is also important that policies are constantly 
reviewed and revised so that they can guide teachers to take responsibility and work 
towards becoming critical and reflective actors. This may help them to analyse their 
actions and perhaps ensure that they are congruent with the social value systems and 
the complexities of the changing society. In this study, teachers did not consider 
current education sector policies as useful for problem solving. 
 Equally damaging to the attitudes of teachers, as pointed out in chapter seven, was 
the miscommunication of policies by government officials who use manipulative 
propaganda as a springboard to win political favours from the general public. This was 
found to cause undue stress and dilemmas for teachers concerning the choice about 
what to do and not knowing what to do (Banks and Williams, 2005). For instance, I 
draw upon narratives of teachers to show evidence that the rules that went with the 
implementation of UPE were not helping teachers respond adequately to the 
challenging circumstances in schools.  
 Other factors concerned the individual level, like the lack of intrinsic motivation to 
choose teaching for a career, which eventually impacted on personal attitudes and 
commitment to the job. Interviews revealed that personal interest can be an issue in 
influencing the confidence and competence of teachers, especially when faced with 
messy working environments. According to Schön (1983), people who join a 
profession without a strong personal commitment are less likely to affirm the expected 
professional characteristics. This view is also shared by Pollard et al., (2014) who 
contend that the struggle to establish identity and social status overwhelms people who 
lack an intrinsic drive and stifles their motivation and resilience to identify with the 
profession. This may require that, in addition to scrutinising candidates at the time of 
recruitment to teacher training colleges, conditions are created at the school level to 
facilitate processes that nurture the teachers into securing positive attitudes to the 
profession.  
 Furthermore, I have argued that whereas there were openly acknowledged gaps in 
integrity that had led to a decline in the status of the teaching profession, the negative 
publicity about teachers not only put them in a vulnerable situation but also caused 
feelings of frustration, anger, shame and guilt. In particular, it caused an emotional 
crisis amongst teachers who strive to seek out ways of doing the right things. Schön 
(1983) explains that professionals are participants in a large societal conversation, 
which may either boost their motivation or cause feelings of public ridicule, 
victimisation and low esteem. In Uganda, negative media publicity has damaged the 
teachers’ self-perceptions and diminished their ability for self-reflexiveness. An 
essential observation from this study, which is also pointed out by Schön (1983), is that 
when professionals are ranked so low in status, they are less likely to be nurtured into 
securing the necessary professional capabilities to execute their work.  
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 Another concern of this study was that interpreting the teaching role in terms of 
academic results undermined other aspects of the teachers’ responsibilities, including 
the social aspect of education. The danger with emphasising an academic-oriented 
curriculum was that teachers had abandoned or neglected other aspects of the 
curriculum that would lead to holistic formation of children. It also led to examination 
malpractices because of the fear of losing one’s job if the children failed to perform 
well. There is need to explore ways of reviving the curriculum so that it meets the non-
academic needs of pupils through such skills as critical thinking, creativity and 
entrepreneurship.  
 The study revealed a strong connection between deteriorating integrity and the 
declining role of the family in imparting values to the young generation. The 
breakdown in family ties meant that the values that guided decision-making processes, 
be they good or bad, were now individualised. Thus, communal values such as co-
existence and co-responsibility were found to have been eroded by new dynamics of 
socialisation and technological advancement. In the situation of increasing social 
anomy, teachers adopted certain conduct depending on what others did. Of course, 
there are no intentions to generalise this argument because many teachers were found 
to be acting well despite the morally degenerating context. Teachers are not acting in 
isolation but rather are a product of the moral deterioration of the society of which they 
are also part. Interventions that create awareness among the parents and the 
communities to fulfill their parenting and civic responsibilities are required. There is 
also need to come up with mechanisms that could reduce the injustices of inequality 
and competition that seem to dominate contemporary mindsets and attitudes to life 
(Kunneman, 2012). 

9.3 Working together to improve the attitudes of teachers 
After the thorough process of joint reflection and discussion among the teachers in the 
second phase of the study, leading to a deep understanding of the key dilemmas, phase 
three aimed at exploring interventions that can help produce and sustain positive 
practices of professional integrity. The study here turned into a real participatory action 
research process that used the communicative space, mutual trust and comradeship 
created in the process. A number of studies demonstrate the positive effect of teachers 
working together in the school context. It is particularly pointed out that involving 
teachers in making decisions in issues that affect them develops in them feelings of 
recognition and appreciation (Kenton and Song, 2010; Sahlberg, 2011). By engaging 
teachers as active participants in the process of seeking joint solutions and actions, this 
research has shown that enhancing professionalism in teaching is built on trust, respect 
and shared responsibility. The idea of Professional Institutional Engagement (PIE), 
which explicitly connects the possibility of integrity and moral conduct at the 
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individual level with collegial and institutional engagement, guided this third action 
research phase of the study. The major focus of our action research intervention was to 
stimulate actions for improving upon teaching practices through collective initiatives. 
The module was developed as a reference tool that can be used by teachers beyond the 
context and life of the project. The participatory learning approaches suggested in the 
module aim to enhance collective learning, as opposed to a situation where teachers 
felt isolated as they individually struggled to deal with the enormous problems they 
encountered. Most importantly, PIE was built on the idea that every teacher in the 
school can have something to contribute when they are provided a forum for 
interaction when addressing their actual challenges.  
 The concept of PIE, as argued here, tends to fit well with Sahlberg’s idea that an 
educated nation cannot be created by forcing teachers to adopt alien rules. Similarly, 
applying punitive measures to reform the conduct of teachers, as in the case of Uganda, 
is doomed to fail. Rather, what is needed is collegial engagement, even with the 
students through sharing views and concerns, and active collaboration in order to 
cultivate trust. Sahlberg (2011) described a number of ways in which engagement 
could be realised: 

 Designing policies patiently in effective and sustainable ways; 
 Grounding the policy formulation processes in research and implementing policies 

in collaboration with academics, policy makers, principals and teachers; 
 Providing a forum where teachers exercise their professional knowledge and 

judgment both widely through networking and freely in their schools;  
 Stimulating trust-based education leadership and collaboration.  

Similar to what is pointed out by Sahlberg (2011), this study ensured that our work 
relationships with the teachers were based on professional dignity, equality and respect 
for diverse opinions. Participating teachers were facilitated in promoting open 
communication and collaboration with other teachers in the school. The accounts show 
that collaboration facilitated peer learning, lessened stress, and made the work 
enjoyable as teachers developed a better understanding of their colleagues and the 
children they teach. This may also go a long way to enhance the will of school-going 
children to select teaching for a lifelong career (Sahlberg, 2011). Kolodziejczyk (2013) 
advocates designing strategies that build a conscious positive perception of the school 
and the learning of teachers. 

9.4   Reflections on theoretical concepts  
As pointed out by Banks and Williams (2005), the central questions of ethics in 
professional work relates to the questions on what one ought to do when encountering 
dilemmas. In the case of teachers, it is a question on how they should act when faced 
with challenging situations (Campbell, 2003). Banks suggests analysing such 
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challenges to professional integrity by drawing on a set of ethically significant 
concepts such as reflection and discretionary practice when dealing with seemingly 
irresolvable choices. Her views are rooted in the works of early scholars such as Schön 
(1983), who proposed the concept of reflective practitioner as a way of enhancing 
integrity in one’s work. These views are re-echoed by Kunneman’s (2005) concept of 
normative professionalism. Kunneman proposes ethical and moral commitment of 
professionals as being necessary for delivering good work according to the needs of 
their clients. What seems to be similar in these theories is the idea that professionals 
should subject their own knowledge and value claims to critical analysis when faced 
with messy problems (Banks, 2009 and 2010; Jarvis, 2006; Freidson, 1994; Schön, 
1983 and 1987).  
 Notwithstanding the necessity of these approaches in providing useful frameworks 
to guide teachers, I have argued that, in real life situations, these ideas tend to work 
well when all other conditions of work are provided for. In particular, the limitations 
within the working environment for teachers in Uganda pushed them into vulnerable 
positions. As a result, the values of reflection, self-respect and moral responsibility 
became minimal, especially when the teachers were struggling for survival. Moreover, 
the virtues that the reflecting agent requires, such as empathy, earnestness, patience, 
courage and dedication (Kunneman, 2012), tend to be suppressed under conditions of 
constant deprivations. There is evidence from this study to show that the uncertainty 
that surrounded the teachers’ work diminished their ability for purposeful reasoning 
and for making rational choices. 
 A further observation was that whereas the assumption is that the reflecting agent 
would most likely direct their dispositions to rightful ways of acting (Banks, 2009; 
Jarvis, 1997) or lead to the ideal of normative professionalism (Kunneman, 2005), the 
complexities within the work contexts often conditioned teachers to take non- 
professional actions. This also implies that while the idea of discretionary practice aims 
at the possibility of choosing the right and acceptable alternatives, it was common that, 
in Uganda, discretion did not necessary lead to morally acceptable choices. 
 Turning to the personal level of professional practice, the cardinal virtues of justice, 
wisdom, courage and temperance, which lead to Kunneman’s (2005) idea of normative 
professionalism and Sennett’s (2012) view of ideal craftsmanship, seem to apply in 
conditions where professionals are given opportunities for autonomous practice. In 
Uganda, autonomy appears to have been replaced with intimidation and suppression. 
Campbell (2003) observes that the teachers’ ability for self-determination is diminished 
when they are subjected to constant feelings of fear, tension and low self-esteem.  
 Taken from another angle, the value crisis in Uganda seems to be on the increase. 
As pointed out by Ntayi and others (2013), people are working in a system were wrong 
actions tend to be gratified and condoned. There also tends to be a collective culture, 
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which to a certain degree is also entrenched within the extended family set up that 
shape interests, values and attitudes of professionals. The on-going pattern of everyday 
experience is that the role models in society are those individuals who appear to play 
an important role in their circles despite the fact that their actual conduct may be 
questionable. With such harmful contextual characteristics, teachers lacked the ability 
to understand the power frames and to question the assumptions and practices that 
actually worked against their professional interests. In view of these gaps, it is 
necessary that new ways of learning are created in order to empower and stimulate 
teachers to face their own responsibilities (Kunneman, 2005 and 2012). 

Professional Institutional Engagement (PIE) 
I proposed the concept of PIE as a holistic approach that is geared to improving the 
practices of the teachers as they develop more creative and sustainable interventions 
suited to their immediate challenges. A strong connection to the institution is important 
because, as found by this study, circumstantial factors accounted significantly for the 
differences in practices and actions of teachers. PIE is based on the assumption that 
rather than deal with the problem of professionalism as a task for individual teachers to 
be reflective and exercise discretion, professionals undertake multiple dimensional 
approaches of merging individual challenges and values with those of the institutions 
in which they work.  
 Aware of the notion that the final decision to choose a certain way of action rests 
largely with the actors themselves (Freidson, 2001; Reybold et al., 2008), the idea 
behind PIE is that teachers, as reflective practitioners, should help each other as they 
navigate the swampy lowlands and messy problems (Sennett, 2012) in the work 
environment. I have argued that when teachers engage with both the profession and the 
institution in a constructive way, they come to appreciate both their own and the 
organisation’s strengths and limitations. Reflecting on the institutional challenges 
would enable teachers to critically evaluate and question real life dilemmas, including 
those things that they may have ignored. This could eventually help them to strike a 
balance between personal, professional and institutional values while making important 
decisions. 
 Just like Sennett’s idea of the ethics of craftsmanship and morality of cooperation 
(Kunneman, 2012), the concept of PIE is premised on the principles of collaboration, 
collective learning, openness and dialogue. It is also about self-respect, respect for 
others and adhering to tenets of integrity no matter the situation. An additional step, 
however, lies in the idea of embarking on collective as well as individual strategies in 
order to make sense of the work context. Consistent with idea of shared understanding 
(Friedman et al, 2014), I argue for building partnerships and sharing views when 
dealing with the challenges that affect teachers in the school. In this way, they can act 
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as collective agents who constitute the field especially in the process of finding 
alternative ways of acting.  
 These ideas, together with Sennett’s (2012) concept of craftmanship, can offer a 
standpoint to argue that professionals develop best practices not only by embracing the 
good things but also by adopting different forms of resistance in order to find pathways 
when faced with dilemma situations. In line with this thinking, it can be suggested that 
teachers should not only pursue benefits in the insitutions but should be able to 
appreciate and stand by issues that threaten its proper functioning. Moreover, PIE aims 
at adopting holistic innovations that facilitate the learning processes, and encourages 
sharing knowledge and experiences in an open and transparent manner. This could 
enable teachers to adopt new strategies that strengthen their teaching and learning, such 
as peer group learning, mentoring, coaching and feedback.  

9.5  Reflections on action research 
By going through the three phases explained above, this research achieved the 
revitalisation of the attitudes and perceptions of teachers to their profession. It 
succeeded in bringing together a group of volunteering teachers to work on issues that 
affected them. An additional contribution, however, is that, unlike other action research 
projects that end at working with the teachers alone and perhaps under similar school 
experiences, this research involved parents, the children and other education 
stakeholders. In the process we succeeded at creating a unified forum, and brought on 
board the children who were formally at the bottom of the hierarchy, to freely 
deliberate on issues that impacted the teaching and learning processes. The 
involvement of the children had an influence on the power relationships and had 
immense impact on the attitudes of the teachers. There is evidence to show that this 
study enabled teachers to see the need of working together, which was unseen, 
unacknowledged or ignored. In what Friedman and others (2014) refer to as an 
enclave, enabling different stakeholders to think together facilitated conversation 
around relevant issues, stopping the previous blame game and finger pointing.  
 Another interesting aspect is that the study made great achievements in improving 
the situation at the school that had been characterised by fear, tension and lack of trust 
in one another. As pointed out by the narratives in chapter eight, participating teachers 
came to appreciate the value of opening up to speak about things that hurt them. They 
also gained a new identity within the school community as researchers which many 
teachers became proud of. The pride of participating in an institution, ownership of the 
innovation and sharing knowledge in a free and fair forum shares similarity with what 
Sennett (2012) refers to as the morality of cooperation. As emphasised by Sennett, it 
was the pride of doing something well in itself that added value to the quality of their 
work and not incentives. The enthusiasm that was portrayed by the teachers 
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demonstrated that they can succeed in reaching a desirable level of professional 
integrity if they are taken through processes that promote collaboration, openness and 
dialogue. In any case, they were not compensated for spending enormous amounts of 
time in addition to their busy schedule to participate in the research. The feeling of 
being valued, respected, recognised and listened to as opposed to the previous stigma, 
disgust and isolation, boosted their morale and enthusiasm. This served as a break 
away from the common thinking that it is only external incentives that can motivate 
teachers to work. Thus, rather than simply talk about what society thinks teachers 
should do, it points to the necessity to promote activities that stimulate teachers 
intrinsically, in order to enhance their commitment to their job. 

9.6  Reflections on government policy as related to school-based informal 
 learning process 

This study found that the governance of any education system plays a key role in 
influencing the conduct of teachers. The narratives indicate that teachers were held 
back by bureaucratic systems of management that emphasise rule following. This, in 
their view, placed numerous demands on them, and eventually interfered with their 
activities. The management structures, such as the School Management Committees 
(SMCs), were to a certain degree perceived as mechanisms for marginalising teachers. 
On the other hand, an inflexible system of school management, such as the demand on 
teachers to produce daily lesson plans, although it may be ideal in principle, 
nevertheless, seemed not to hold water in a situation where teachers were overwhelmed 
with other classroom and school activities. So, while teachers felt they needed 
alternative strategies of dealing with the problems, they were tightly constrained by the 
rules. However, the key to the action research process was to develop new ways of 
acting that go beyond the current systems that informed their thinking and conduct. 
These findings tend to share similarities with the views of other scholars (Sahlberg, 
2011; Fullan, 2010) who contend that successful school systems depend on how well 
teachers are managed, right from the point of recruitment, into the actual systems that 
are in place for the management of teachers in their work environments. The strategy 
employed by this study of helping teachers to see themselves at the forefront of the 
change process, allowed a diffusion of responsibilities from the routine top-down rule-
driven procedures to that of teachers volunteering to take the lead in certain 
responsibilities. 
 We also found that one way in which to create successful reforms in the conduct of 
teachers was by managing turbulence at the school level and facilitating processes that 
stimulate ethical decision making (Banks, 2009). As demonstrated by this study, 
although the changes that the teachers of Nakasero initiated in response to their 
problems may not be tremendous, nevertheless it was an important step in promoting 
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bottom-up approaches and peaceful engagement in a community where such initiatives 
were lacking. It also became clear that as teachers pursued issues of teacher 
professionalism, their attention was naturally drawn to improving actions in the 
classroom context in which they worked (Zeichner, 1993). For instance, teachers 
developed new approaches to teaching after they received feedback from the children 
about classroom practices. The narratives in chapter eight also reveal that many 
teachers changed attitude in regard to how they dealt with the diversities amongst 
pupils. It can be said that the initiatives undertaken through this action research helped 
teachers to become more reflective while making decisions that impacted the teaching 
and learning processes.  
 In conclusion, it can be argued that while the Uganda government may claim the 
full capacity to facilitate transformation of professionalism and integrity of teachers, 
for the most part, its strategies have not been effective due to a failure to engage 
meaningfully with teachers. This research has shown that teachers possess greater 
potential to revive and improve upon their conduct if they are helped to come up with 
school-based strategies. Our analyses are supported by the idea that participation and 
dialogue (Kenton and Song, 2010) are important aspects for creating emotional 
satisfaction, especially when the teachers perceive themselves as being at the forefront 
of decision making when faced with dilemma situations. 

9.7  Way forward and further research 
In light of the proposals that were raised by the teachers through collective learning 
activities, we plan to share information about the necessity of participatory action 
research with different education stakeholders. The findings of this study show that 
teachers needed skills that are not necessarily provided through the formal schooling 
system. Thus, whereas many of them had sought additional training at higher 
institutions of learning, these only facilitated the process of acquiring academic 
qualifications rather than responding to the actual skills gaps. The module that we 
developed jointly as a training tool for teachers will be an entry point for initiating 
collaborative peer-learning activities in schools. From the proposals by the teachers at 
the workshops, the Uganda National Teachers’ Union (UNATU) could take on the task 
of organising school-based learning sessions for teachers in different parts of the 
country. We also hope to partner with teacher training departments at institutions of 
higher learning and PTCs to ensure that the module is piloted with them and is finally 
used as a training tool. 
 This study revealed that teachers in Uganda work and live in isolation and tend to 
survive through individual initiatives. As a result, they lack both voice and autonomy 
to respond appropriately to school and broader education sector challenges that were 
counterproductive to their professionalism. This calls for teachers themselves to come 

Professional integrity of teachers in Uganda 245 
 

 

up with strategies that can unite them into a strong force through which they can 
advance their concerns. The current teacher’s union has not performed to expectations 
due to perceived weaknesses in the union leadership. Thus, it is paramount that the 
teaching profession is strengthened by forming a stronger professional body and 
association in which members are prepared to work in an open and meaningful way 
with other stakeholders (UNESCO, 2009). This will create a positive public impression 
of the profession. 
 It was also found that school management and leadership had a great impact on the 
teachers’ conduct, their practices and the activities that were undertaken in a particular 
school. In situations where school leaders were perceived as doing a good job, teachers 
struggled to take initiatives in the right direction and vice versa. The complexity of 
challenges faced in today’s schools necessitates that teachers are managed differently. 
One way of doing this is by creating collaborative working relationships and culture 
between the teachers, the parents and the school leadership, rather than the current 
hierarchical and bureaucratic structures that cause undue power relations, suspicion 
and lack of trust. This requires that school managers explore new ways of creating 
learning organisations that facilitate the empowerment of teachers (Kolodziejczyk, 
2013). At the same time, the teachers need to have the desire, ability and willingness to 
learn. I borrow views from the accounts of the teachers to suggest creativity and 
innovation are necessary if a vibrant and self-reliant teaching force is to be created. 
Sahlberg (2011) points out that the teachers need to be active and responsible 
participants, with an ability to cope with stress and cooperate with others while solving 
problems. 
 Finally, this study found that improving the professional integrity of teachers was 
the responsibility of all education stakeholders. For instance, learners’ discipline and 
their enthusiasm for learning were found to boost teachers’ morale and motivation. 
Similarly, support from parents was found to be useful in helping teachers to be more 
effective in their role. On the contrary, the unfortunate situation of failing to provide 
adequate physical and moral support stifled teachers’ initiatives to successfully 
accomplish their tasks. Moreover, the growing criticism that tended to place emphasis 
on their failures caused a lot of anxiety and created a less caring attitude when teachers 
felt they were not appreciated. Notwithstanding their failures, fault finding and witch 
hunting only served to worsen their morale because teachers felt they were unfairly 
victimised. This calls for rethinking the strategies for addressing the problems in 
schools and teachers other than relying on generic media criticism. Sahlberg (2011) 
recognises the importance of showing appreciation and recognition as well as 
celebrating the contributions that teachers make in the lives of the children. 
Appreciation, according to Schön (1983), is one of the most important human needs. 
This study found that without positive reinforcement it becomes difficult to get good 
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results in both teaching and learning and in building good relationships between 
students, parents and teachers. 
 Most importantly, in Uganda, children spend more time in a year with their teachers 
than they do with their own parents. Thus, as suggested by one key informant in this 
study, parents should consider thinking about the people who receive and take care of 
their children as they look forward to sending them to school each new year.  
 Based on the findings and lessons that were learned during the collaborative 
learning processes, I would recommend further research in the areas listed below: 
  

 There is evidence from this study to show that action research with teachers 
empowers them to embrace practices that they could not have done on their 
own. Within the context of the limited previous attempts at using this 
approach, it would be suitable to design and undertake action research in 
school settings that vary in terms of teacher and pupil needs, and more 
especially for the teachers in rural schools who reported lack of exposure to 
learning opportunities. The participants also considered it important to do 
research in schools that were founded on and continue to hold to strong 
religious practices. In their view, teachers at such schools behaved differently 
from those in secular schools. However, I would be interested to introduce the 
concept of ‘enclaves’ (Friedman et al., 2014) as a strategy for initiating 
conversational space in order to create a new calibre of teachers who do not 
simply succumbed to the demands of the institution and who are empowered 
with the ability to design alternative innovations depending on what they think 
is the best thing to do.  

 An effort should be made to ensure that action research is used as a bottom-up 
strategy for furthering the learning of teachers at the school level. Besides 
seeking external CPD programmes that mostly serve to provide additional 
qualifications for teachers, school-based informal/peer-learning activities 
should be implemented and sustained through local PAR initiates in order to 
help teachers understand the actual dynamics of their work. 

 It would also be useful to explore further the concept of Professional 
Institutional Engagement (PIE) that is initiated by this study into a real 
theoretical concept. The idea is to consider finding out how PIE can be applied 
to shape the teaching profession within the framework of the school system, 
based on the prevailing situation, the individual self, as well as how it 
facilitates collaboration with colleagues. 

 Whereas this study did not intend to find out the differences in perceptions 
between men and women on the teaching profession, the issue of gender 
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featured in some discussions. For instance, it was found that the majority of 
teachers at Nakasero Primary School were women. There were also more 
women teaching lower school (P1-P3 classes). This would call for another 
study to establish the factors that account for such, and also to find out the 
attitudes and perceptions to the profession amongst teachers of different sexes. 
An effort can be made to get the life histories of individual teachers to find out 
reasons why they joined teaching so that interventions are geared to motivating 
and changing their attitudes to the profession. 

 Further research could also be conducted on the impact of social schemas on 
the integrity of teachers in Uganda. It would be interesting to analyse this topic 
in line with Kunneman’s (2005) concept of normative professionalism and 
Sennett’s concept of craftsmanship. It would be of interest to establish what 
normative professionalism and craftsmanship may imply in a context marred 
with social anomy and corruption, and where people are gratified in their 
struggle for survival regardless of the means they employ 
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Summary 

Integrity in professional practice is paramount for ensuring effective services delivery, 
as well for establishing a firm ground for promoting the public good.  However, there 
is a growing concern about violations of ethics in the practices of professionals. In 
Uganda, besides corruption and misuse of public funds, which has received much 
attention, reports indicate a weakening status in professional practices, which become 
characterised by a lack of commitment to duty, inappropriate use of public resources, a 
failure to honour punctuality, and the inaccessibility of public servants (Ruzindana et 
al., 1998; Ntayi et al., 2013). In the teaching professions, there is concern about 
absenteeism, alcoholism and various forms of abuse of learners. Reports also indicate 
that the teachers lack practical skills and motivation to engage meaningfully with the 
communities and the learners both within and outside the school setting (Kasente, 
2010; UWEZO, 2013). This compromises the status of teachers as bearers of a special 
moral duty in society and urges to address the question how to strengthen acceptable 
professional behavior. 
 Worries about a negative image of certain professions are not only expressed in 
Africa, they are also heard in the western world. Koehn (1997) and Banks (2009) note 
that the status of the teaching profession is at stake and that ways of strengthening 
professional integrity need to be found. Despite marked improvements in many 
countries in raising professional skills and creativity, the practices of professionals are 
increasingly under criticism. Professionals are often said not to respond effectively to 
the demands of contemporary society (e.g. Schön, 1987; Kunneman, 2005). 
Meanwhile, as pointed out by Kunneman (2005), professionals are faced today with a 
myriad of challenges ranging from the constraints within the institutional context in 
which they work, to issues that affect professional practices at the individual level, as 
well as challenges that originate from the wider communities in which teachers work 
and over which they have limited control. These challenges raise the question how 
professionals can hold steadfastly to their job requirements and what new forms of 
creativity and craftsmanship they should adopt in order to respond appropriately to the 
needs of their clients.  
 The decline in professional ethics and in the status of the teaching profession in 
Uganda motivated me to study the challenges of professional integrity and the 
dilemmas faced by teachers in Uganda. Whereas the decline in the professional status 
of teachers is well documented in other studies (Munakukaama, 1997; Kasente, 2010; 
UWEZO, 2013), little attention has been given to how professionals themselves 
perceive integrity dilemmas and how they can take own responsibility for regulating 
their conduct and for maintaining their integrity. This study aims to make a much 
needed contribution to understanding the questions of teacher professional integrity 
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from the teacher’s point of view and to exploring local strategies for improving the 
practices of teachers. By exploring possible responses at policy and school level an 
important contribution can be made to improve professional integrity of teachers in 
Uganda; a contribution that may be relevant for other countries and other professions 
as well.  
 A special aspect of this study is its use of methodologies that go beyond the use of 
questionnaires or measurements of impact. Commonly used research methods often 
fail to trace, and gain understanding of, more delicate and contested issues (Boog et al. 
2008; Van Strien, 2007). This study delves deeper into integrity issues by allowing 
teachers to analyse the issues together and to develop remedies themselves.  
 In short, the leading research questions of this study are: What problems of 
professional integrity are faced in the teaching profession in Uganda and what 
strategies can be adopted to strengthen professional integrity? These broad questions 
can be analysed via several researchable sub-questions, namely: 
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about the teaching profession and professional integrity? 

 What are the reasons and causes of actions that do not fit standards of 
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 What specific dilemmas face teachers concerning professional 
integrity? 

 What kind of reforms could be developed in partnership with teachers 
in order for them to play an active role in improving professional 
integrity and thereby the image of the teaching profession? 

Three phases in the research process 
Answering the sub-question resulted from data acquired in three different phases in the 
research process. The first phase of data collection aimed at building upon existing 
studies, data, experiences and perceptions among teachers and other stakeholders. This 
information helped to answer sub-questions one and two which aim to clarify context 
and causes of patters of action deviating from requirements of professional integrity. 
 The second phase of datacollection aimed at shaping a common basis of 
understanding and communication with the teachers researched so as to optimally 
understand the integrity issues and the context from which certain behaviours emerge. 
This leads to answering the third sub-question about understanding the specific 
dilemmas teachers are confronted with. This was a key phase in the research because it 
facilitated the teachers to open up to each other (Stringer, 1999). They started sharing 
experiences and reflections honestly and discussed their challenges and dilemmas from 
daily practice. 
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 The third phase consisted of close collaboration and co-creation with teachers at 
Nakesero Primary School in order to develop an educational module on stengthening 
professional inetgrity among teachers. This module is to be used in teacher training 
colleges and in schools in the framework of continuous education. This phase 
facilitated an answer to the fourth research question. 

Overview of Chapters 
Chapter 1 of this study provides an overview of the challenges of professional integrity 
in general with a specific focus on the urgency of the issue in the Ugandan context. It 
also introduces the main concepts that are used, the research questions and the 
methodology. 
 Chapter 2 discusses relevant theoretical approaches to professional integrity by 
focusing on theories of ‘reflective practice’ (Schön, 1987; Banks, 2009), on 
‘discretionary space’ of professionals (Jarvis, 1997), and theoretical insights into 
‘normative professionalism’ (Kunneman, 2005). I introduce myself into the field the 
notion of ‘Professional Institutional Engagement’ (PIE) which is closely related to the 
established theories, but directs attention more explicitly to the colleagial and 
institutional context of the work of teachers. Specific about this notion of PIE is that, 
apart from giving attention to dimensions of individual action such as ‘discretionary 
space’ and reflection, it brings into focus the need for continuous engagement of 
teachers with their profession and institution, and with colleagues in their team in order 
to shape their professional practice and take responsible decisions to the benefit of 
learners and the school. Professional Institutional Engagement, when added to the 
established key concepts in the field, can grow into a framework for analysis and 
actions to improve professionalism on the basis of more participation, ownership and 
collegial collaboration 
 Chapter 3 describes the historical development of the position and professional 
integrity of teachers in colonial and post-colonial times. Teachers were held in high 
esteem in colonial times in missionary schools; however, their conditions of work were 
insecure and allowing for little space for developing competences and ownership of the 
profession. Professional integrity was totally conditioned in the authoritarian 
missionary framework. African teachers could only act as loyal servants to their 
missionary masters as persons of experience and wisdom who would take up 
responsibilities themselves. One of the results is that after independence, when the 
strong arm of the missionary system was removed, some teachers could revert to 
unacceptable practices (Ssekamwa and Lugumba, 1997).  
 Chapter 4 elaborates the research methodology used in the study. It explains the 
Action Research approach employed, including how the contacts with the educational 
sector and schools were established and the methods used, such as questionnaires, 

Professional integrity of  teachers in Uganda 265 
 

 

observation, interviews, focus group discussions, feed-back meetings, and workshops. 
The chapter explains why it would not be appropriate to use only regular data 
collection methods such as questionnairs that are aimed at establishing objective states 
of affairs. In order to gain access to the teacher’s interpretation of their own situation, 
their normative orientations, and their struggles with dilemmas of professional integrity 
in concrete situations, it is necessary to gain an emic understanding through a 
qualitative research process of several years. Second, a key characteristic of this study 
that conditions that an action research approach is required is that it tries to explore 
solutions and to do so in close collaboration with teachers themselves, by embarking 
upon a project where teachers become researchers exploring action alternatives in their 
actual work situations (Boog et al., 2008; Van Strien, 2007).  
 Chapter 5 gives an overview of the current role and status of primary teachers in 
Uganda. After the political and economic chaos of the 1970s and1980s the government 
did little to revive the teaching profession. In addition, the positive image of teaching 
as a noble profession disappeared, the sector remained underfinanced, and the 
educational system bureaucratised. Schooling of teachers received attention but since 
independence little was done to motivate and strengthen teachers as autonomous 
professionals (Aguti and Fraser, 2005); the public image of teachers further 
deteriorated. 
 Chapter 6 reports on the research in one specific school, Nakasero Primary School 
in Kampala. It traces the motivations of teachers to work in that school as well as the 
difficulties they experience in relation with management and amongst colleagues. The 
action research into how teachers deal with dilemmas of professional integrity, is 
reported in chapter 7, and shows the massive frustrations, problems and quandaries that 
teachers experience. Apart from having little autonomy and influence in the institution, 
they simply miss time and capacity to live up to the requirements set by the school 
system. Moreover, poor infrastructure, overcrowded classrooms, learner indiscipline 
and lack of parental support to teachers were found to be stifling the efforts towards 
improvement. Amidst these were the threats, fear and intimidation that were constantly 
inflicted on teachers by government bureaucrats. Yet, while many teachers were 
struggling to keep to the professional demands of their job and showed willingness to 
sacrifice time and resources for the benefit of the learners, there was concern about 
increasing criticism and lack of appreciation for teachers. At the individual level, 
deteriorating professionalism was attributed to poor interpersonal relationships and 
unhealthy communication among teachers and with the school leadership. Such 
circumstances do much to explain teachers’ malpractices. 
 Nevertheless, it turned out to be possible to start a process at Nakasero Primary of 
gradually regaining inter-collegial communication and trust, while starting to work on 
solutions. During the action research process the impasse was overcome. The process 
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of joint reflection and collaboration, as reported in chapter 8, showed the possible 
resilience and commitment of the professionals, while still doing their work under 
difficult conditions. Those participating in the research not only expressed a will to 
change their professional practice but did the next step of groping for practical 
solutions within their actual context of work. This process involved engagement in 
peer teaching and learning, opening up space for communication, feedback and open 
confrontation of the other, and sharing best practices. Teachers participating in this 
research also looked to the aspect of institutional ownership, improved interpersonal 
relationships and teamwork as a way to enhance professionalism. Finally they 
developed a learning module to be used to instruct colleagues on ‘best practices’ of 
working towards strengthened integrity in teachers’ professional practice. One of the 
steps taken in the action research was getting children to participate in evaluating 
teachers, which helped to break down barriers to communication and power relations. 
Professional Institutional Engagement (PIE), as a lead concept for this study, thus 
became a reality for the participating teachers in the form of improved collegial 
relations, working together towards improved craftsmanship, and developing a positive 
self-image as a teaching professional. Teachers were motivated to strengthen their 
autonomy as professionals by developing a positive self-image as professional and by 
peer correction and support. We found that teachers who were more positive in outlook 
put extra effort into doing good work, while teachers with negative attitudes harboured 
feelings of self-pity, low morale and lack of commitment. 
 Overall, we found that taking teachers through processes and activities that 
stimulate feelings of recognition and appreciation can be a positive step towards 
enhancing their professionalism and integrity. The action research we used enabled 
teachers to realise the need to work together, which was unrecognised, 
unacknowledged or ignored previously. In what Friedman and others (2014) refer to as 
an ‘enclave,’ enabling different stakeholders to think together, facilitated conversation 
around relevant issues, and stopping the previous blame game and finger pointing. This 
study shows that it is possible to induce processes of strengthening professional 
integrity, even in the very problematic context like primary education in Uganda. This 
example may be followed elsewhere. 
 The findings of this study and the innovation achieved warrant the following 
conclusions: 

 Teachers can be nurtured into securing positive identities that can 
enable them improve upon their practices when they feel valued, 
recognised and appreciated. One way of doing this is by involving them 
in decision-making processes, providing opportunities for teachers to 
express themselves, and responding to their pleas. 
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 Teachers should not be left on their own as they struggle to deal with 
the changing needs of society and the classrooms but rather, they need 
support so as to develop school-based innovations that can help them 
respond to the challenges in their work environments. Shifting the 
entire blame for deteriorating professional integrity onto teachers 
creates a situation where they feel victimised and resort to finding 
mechanisms to defend themselves rather than seeking strategies for 
improvement. Thus, creating a forum in which teachers work jointly 
with parents and other education stakeholders could be helpful in 
bridging the power gaps and communication barriers that have given 
teachers feelings of marginalisation, isolation, fear and guilt. 

 Teachers should be willing to learn and adjust reasonably to the 
changing circumstances of their work. Whereas adjusting to the change 
process is often challenging, successful school improvements, as 
pointed out by Sahlberg (2011), depend on how able and prepared 
teachers are to embrace new learning opportunities. 
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Integriteit in het dagelijks werk van professionals is een belangrijke voorwaarde voor 
goede dienstverlening en ook belangrijk als solide basis voor het dienen van de 
publieke zaak. Er is echter een groeiende bezorgdheid over het overtreden van ethische 
en professionele normen door professionals. In Oeganda bijvoorbeeld maken diverse 
rapporten melding van het integriteitsproblemen van professionals in verschillende 
beroepsvelden, naast de corruptie en het misbruik van overheidsgeld waar de meestal 
de aandacht naar uit gaat.  De problemen betreffen, bijvoorbeeld, gebrek aan 
plichtsbesef, oneigenlijk gebruik van publieke middelen, gebrek aan punctualiteit en 
ontoegankelijkheid van ambtenaren voor de burgers die van hun diensten gebruik 
willen maken (Ruzindana et al., 1998; Ntayi et al., 2013). In het onderwijs is er 
bijvoorbeeld zorg over het niet komen opdagen van leerkrachten, alcoholisme en 
allerlei vormen van misbruik tegenover leerlingen. In rapporten kunnen we lezen dat 
het leerkrachten vaak ook ontbreekt aan vaardigheden en aan motivatie om een 
positieve rol te vervullen ten aanzien van leerlingen en de gemeenschap zowel binnen 
als buiten de school (Kasente, 2010; UWEZO, 2013). Deze integriteitsproblemen 
tasten de status van onderwijzers aan als dragers van een speciale ethische taakstelling 
in de maatschappij en nopen ons de vraag te stellen hoe professionele integriteit 
bevorderd kan worden. Deze bezorgdheid over het in diskrediet raken van 
professionals speelt natuurlijk niet alleen in Afrikaanse landen, zij zijn ook in de 
westerse wereld zichtbaar. Ook Koehn (1997) en Banks (2009) merken op dat deze 
verschijnselen het imago van leerkrachten aantasten en de prangende vraag opgeroepen 
op welke manier integer professioneel handelen kan worden versterkt. Ondanks dat er 
een opmerkelijke verbetering in veel landen valt waar te nemen op het gebied van het 
ontwikkelen van creativiteit en vaardigheden,  worden de praktijken van professionals 
in toenemende mate onder vuur genomen. Professionals wordt vaak verweten dat ze 
niet voldoen aan de eisen die de samenleving aan hen stelt (zie bijvoorbeeld Schön, 
1987; Kunneman, 2005). Tegelijkertijd, zoals Kunneman (2005) vast stelt, worden 
professionals geconfronteerd met ontelbare uitdagingen die uiteenlopen van ‘dwang’ 
binnen de organisatie waarin ze werken, via kwesties die de werkzaamheden van 
professionals op het individuele niveau beïnvloeden, tot problemen die te maken 
hebben met de gevolgen van allerlei vormen van overheidsbeleid waar professionals 
weinig over te zeggen hebben. In het licht van deze factoren is het de vraag hoe 
professionals enerzijds kunnen vasthouden aan de beroepseisen en anderzijds welke  
nieuwe vormen van creativiteit en vakmanschap zij kunnen inzetten om dienstbaar 
kunnen zijn aan  hun cliënten of leerlingen.De afnemende professionele integriteit en 
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daaraan verbonden statusvermindering van het beroep van leerkracht in Oeganda 
motiveerden mij om me te verdiepen in de uitdagingen van professionele integriteit en 
de dilemma’s waar Oegandese leerkrachten in het basisonderwijs voor komen te staan. 
Terwijl er al veel door anderen geschreven is over het verslechterd imago van 
leerkrachten (Munakukaama, 1997; Kasente, 2010; UWEZO, 2013) is er nog weinig 
gedaan aan het  verkennen hoe leerkrachten zélf dergelijke problemen zien en ook hoe 
zij zelf verantwoordelijkheid kunnen nemen om hun beroepsnormen op een integere 
manier in praktijk brengen. De voorliggende studie beoogt een relevante bijdrage te 
leveren aan het begrijpen van kwesties van professionele integriteit vanuit het oogpunt 
van de onderwijzers zelf en aan het verkennen van wegen om hun praktijken te 
verbeteren. Door op zoek te gaan naar antwoorden op het gebied van beleid en 
strategieën op schoolniveau kan een belangrijke bijdrage worden geleverd om de 
integriteit van Oegandese leerkrachten in het basisonderwijs te verbeteren; voorbeelden 
die ook in andere landen en beroepen van waarde zouden kunnen zijn. 
 Wat dit proefschrift speciaal maakt is dat gebruik wordt gemaakt van een 
onderzoeksmethodologie die dieper gaat dan het afnemen van enquêtes of het 
toepassen van effect onderzoek. Traditionele methoden schieten vaak te kort in het 
opsporen en bespreekbaar maken van niet zelden delicate problemen (Boog et al. 2008; 
Van Strien, 2007). Dit proefschrift graaft dieper door vernieuwingen juist met de 
leerkrachten zélf te ontwikkelen met als doel de professionele praktijk te verbeteren.  
 Kortom: aan deze studie ligt een algemene vraagstelling ten grondslag, namelijk 
‘Welke problemen op het gebied van professionele integriteit zijn aanwezig in het 
beroep van de leerkracht  in Uganda en welke strategieën kunnen worden ingezet om 
de professionele integriteit te versterken?’ Deze brede vragen worden uitgesplitst in de 
volgende sub vragen, speciaal gericht op leerkrachten werkzaam in het basisonderwijs 
in Uganda: 

 
 Welke ervaringen, opvattingen en attitudes bestaan er ten aanzien van het 

beroep als leerkracht en ten aanzien van professionele integriteit? 
 Wat zijn de redenen en oorzaken van handelswijzen die niet aan de 

standaarden van professionele integriteit voldoen? 
 Welke specifieke dilemma’s komen beroepskrachten in het onderwijs tegen 

betreffende professionele integriteit?  
 Welke vernieuwingen kunnen in samenwerking met leerkrachten worden 

ontwikkeld om professionele integriteit, en daarmee het imago van 
leerkrachten in het basisonderwijs, te verbeteren? 
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Drie fasen van het onderzoeksproces 
Voor het beantwoorden van elke sub vraag wordt geput uit gegevens die verzameld 
zijn tijdens drie verschillende fases in het onderzoeksproces. De eerste fase in de 
dataverzameling had als doel om aan te sluiten bij bestaande kennis, ervaring en 
beeldvorming van leerkrachten en verschillende andere ‘stakeholders’ in het onderwijs 
in Oeganda. Deze informatie geeft zowel een antwoord op de eerste als op de tweede 
onderzoeksvraag waarin wordt ingegaan op de achtergronden en oorzaken van 
handelswijzen die niet voldoen aan de standaarden van professionele integriteit.  
 Fase twee van de dataverzameling had als doel een gemeenschappelijke 
gespreksbasis te vormen met de ‘onderzochten’ om een beter begrip te krijgen van de 
problemen van leerkrachten en waarom zich bepaalde situaties konden ontstaan.  Zo 
komen we als vanzelf bij de derde onderzoeksvraag terecht: met welke specifieke 
dilemma’s op het gebied van professionele integriteit worden leerkrachten 
geconfronteerd? Dit was een belangrijke fase want het maakte het mogelijk dat de 
leerkrachten zich open konden stellen voor elkaar (Stringer, 1999). Ze begonnen te 
reflecteren en ervaringen te delen, alsmede het met elkaar uitdagingen en dilemma’s 
die zij dagelijks tegenkomen te bespreken.  
 In de derde fase werd door leerkrachten van Nakasero Primary School en de co-
onderzoekers intensief samengewerkt om een module te ontwikkelen om professionele 
integriteit bij leerkrachten te bevorderen. Het is de bedoeling om deze module in de 
nabije toekomst te gebruiken bij lerarenopleidingen en ook op scholen zelf in het kader 
van bijscholing. In deze fase werd in feite een antwoord gegeven op de vierde 
onderzoeksvraag. 

Overzicht van de hoofdstukken 
Hoofdstuk 1 van dit proefschrift geeft een overzicht van het vraagstuk van 
professionele integriteit met een toespitsing op de urgentie van de situatie in Uganda. 
Dit hoofdstuk introduceert tevens de belangrijkste concepten die gebruikt worden, de 
onderzoeksvragen en methodologie.  
 Hoofdstuk 2 bespreekt relevante theorieën over professionele integriteit door aan te 
sluiten bij de theorieën van ‘reflective practice’ (Schön, 1987; Banks, 2009), de 
benadering van de handelingsruimte (‘discretionairy space’) van professionals (Jarvis, 
1997) en theoretische inzichten over ‘normatieve professionalisering’ (Kunneman, 
2005). Door expliciet aandacht te besteden aan de problematische 
werkomstandigheden en disfunctionele institutionele context van Oegandese 
leerkrachten, introduceer ik zelf het concept ‘Professional Institutional Engagement’ 
(PIE) als toevoeging aan de genoemde theoretische bijdragen. Kenmerkend voor dit 
concept is dat, naast reflectie en ‘discretionary practice’ als aspecten van individueel 
handelen, integriteit vereist dat leerkrachten en instellingen moeten streven naar 
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voortdurende betrokkenheid op het vak als leerkracht en op de samenwerking met 
collega’s als team van vakgenoten, zodat in de professionele praktijk betekenisvolle en 
verantwoordelijke keuzes worden gemaakt ten bate van de leerlingen en de scholen. 
PIE, in praktijk gebracht in combinatie met de hierboven genoemde concepten, kan 
uitgroeien tot een handzaam raamwerk om professioneel handelen te analyseren en te 
verbeteren op basis van meer participatie, eigenaarschap en collegiale samenwerking.  
 Hoofdstuk 3 beschrijft de historische ontwikkeling van de positie van leraren in de 
koloniale een postkoloniale tijd.   Hoewel leerkrachten in het verleden een hogere 
sociale status genoten, hielden de arbeidsvoorwaarden in koloniale missie scholen hen 
desalniettemin in een kwetsbare positie met als gevolg dat de noodzakelijke 
competenties, hun vakmanschap en vooral ook hun eigenaarschap zich nauwelijks 
konden ontwikkelen. Tijdens de koloniale overheersing was integriteit gebaseerd op de 
autoritaire regels van de missionarissen. Afrikaanse leerkrachten konden slechts als 
loyale dienaren handelen in plaats van zélf verantwoordelijkheid nemen. Een van de 
resultaten was dat toen aan het einde van de koloniale overheersing  de sterke arm van 
de missionarissen was weggevallen, leerkrachten hun toevlucht namen tot activiteiten 
die voordien niet goedgekeurd werden (Ssekamwa en Lugumba, 1997). 
 In hoofdstuk 4 worden de gebruikte onderzoeksmethodologie en de 
onderzoeksmethoden verantwoord. Het gaat in op de ‘action research’ benadering, op 
hoe de contacten met het onderzoeksveld tot stand kwamen en hoe  diverse methodes 
in het onderzoek zijn toegepast, zoals vragenlijsten, observatie, diepte interviews, 
focusgroep discussies, feedback vergaderingen en workshops. Het hoofdstuk licht toe 
waarom reguliere methoden van dataverzameling zoals vragenlijsten e.d. niet 
voldoende zijn voor het onderhavige onderzoek. Om toegang te krijgen tot de 
interpretatie door leraren van hun eigen situatie, tot hun normatieve oriëntaties en hoe 
zij omgaan met de ethische dilemma’s in verband met de beroepsuitoefening, is het 
nodig om een ‘emic’ (‘vanuit de actor’) begrip te verkrijgen van intenties en 
interpretaties van de actoren, waarvoor kwalitatieve onderzoeksmethoden nodig zijn. 
Daarnaast is een Action Research benadering vereist voor dit onderzoek omdat het 
onderzoek beoogt mogelijke oplossingen te verkennen in samenwerking met de 
onderwijzers zelf. Op deze wijze worden de onderwijzers zelf tot onderzoekers van 
handelingsalternatieven in de specifieke situatie waarin zij werken (Boog et al., 2008; 
Van Strien, 2007).  
 Hoofdstuk 5 geeft een overzicht over de huidige stand van zaken in Oeganda 
betreffende de rol en de status van leerkrachten in het basisonderwijs. Na de 
economische en politieke chaos van de 70-er en 80-er jaren deed de overheid weinig 
om het beroep van leerkrachten nieuw leven in te blazen. Bovendien bleek het 
positieve beeld van de professie als een nobel beroep te verdwijnen, de onder-
financiering voort te duren en het onderwijssysteem te bureaucratiseren. Scholing en 
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bijscholing van leerkrachten stond wel hoog in het vaandel, maar er is sinds de 
onafhankelijkheid heel weinig gedaan aan het versterken en motiveren van 
leerkrachten als zelfstandige beroepsbeoefenaars (Aguti en Fraser, 2005) en het imago 
van leerkrachten bij het grote publiek ging verder achteruit.De hoofdstuk 6 en 7 
rapporteren het onderzoek op een specifieke school, Nakasero Primary School in 
Kampala. Ze traceren de motivatie van de leerkrachten om op deze school te werken, 
alsmede de moeilijkheden die ze op school ervaren zowel in relatie tot het management 
als tussen de leerkrachten onderling. De bevindingen in hoofdstuk 7 laten zien dat de 
leerkrachten enorme frustraties, problemen en dilemma’s in hun werk ervaren. Naast 
beperkte inspraak en zelfstandigheid ontbreekt het hen aan tijd en capaciteiten  om te 
voldoen aan de eisen van de school. Een slechte infrastructuur, te volle klassen, een 
tekort aan discipline van de leerling en het ontbreken van ondersteuning van ouders, 
bleken factoren die juist veelbelovende vernieuwingen in de kiem smoren. Daarnaast 
noemde men bedreigingen en intimidatie door overheidsbureaucraten waaraan men 
regelmatig als leerkracht wordt blootgesteld. Veel leerkrachten moesten alle zeilen 
bijzetten om aan de professionele eisen van hun baan te voldoen, terwijl ze tevens 
bereid waren tijd op te offeren voor het welzijn van leerlingen in een situatie waar de 
maatschappelijke erkenning voor hun werk gering is. Individuele 
integriteitsovertredingen blijken gerelateerd aan slechte onderlinge verhoudingen en 
verziekte communicatie met collega’s en schoolleiding.  De situatie maakt dat het erg 
lastig is integriteit te bewaren. 
 Toch bleek het mogelijk om een proces te starten van het langzaam maar gestaag 
herwinnen van het onderlinge communicatie en vertrouwen tussen collega’s en het 
gezamenlijk werken aan vernieuwingen. In het proces van Action Research werd de  
impasse doorbroken. Het samenwerkingsproces, beschreven in hoofdstuk 8, geeft de 
inzet en veerkracht weer van deze beroepsgroep die onder moeilijke omstandigheden 
hun werk moet doet. Zij die aan dit onderzoek meewerkten gaven niet alleen uiting aan 
de wens om hun werksituatie te veranderen, maar zetten een volgende stap door 
praktische oplossingen te bedenken die pasten bij de bestaande situatie. Ze leerden zich 
open te stellen voor communicatie, feedback en confrontaties met collega’s, ouders en 
zelfs leerlingen; ook adviseerden en steunden ze elkaar. Een belangrijke stap in dit 
proces was om de kinderen hun leerkrachten zelf te laten evalueren, wat bleek mee te 
werken om bestaande machtsrelaties af te breken en valkuilen in de communicatie te 
overbruggen. De participerende onderwijzers legden ook de nadruk op ‘eigenaarschap’ 
van de institutie, verbeterde intercollegiale relaties en team work als middelen om de 
professionaliteit te verbeteren. Tenslotte ontwikkelden ze samen een module die 
gebruikt wordt om ‘best practices’ te delen waarmee leerkrachten hun professionele 
handelen met gevoel voor integriteit kunnen verbeteren. Voor de leerkrachten die 
meewerkten aan dit onderzoek werd Professional Institutional Engagement (PIE) een 
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realiteit in de vorm van verbeterde onderlinge relaties en teamwork en het bevorderen 
van vakmanschap en een positief zelfbeeld als professional. Intervisie en het 
ontwikkelen van een positieve professioneel imago werden eveneens als belangrijke 
instrumenten beschouwd om leerkrachten te motiveren zelfstandigheid te ontwikkelen. 
Uit het onderzoek bleek dat leerkrachten met een positiever zelfbeeld zich meer willen 
inzetten voor het leveren van goed werk.  
 Samenvattend, constateer ik in het laatste hoofdstuk dat het meenemen van 
leerkrachten in een proces van veranderingen dat hen erkenning en waardering geeft 
een stap voorwaarts kan zijn op weg naar het vergroten van hun vakmanschap 
(professionalisme) en integriteit. Dit ‘action research’  project maakte het leerkrachten 
mogelijk zich bewust te worden van de noodzaak samen te werken, iets dat voordien 
niet onderkend werd. Door het creëren van een vrijplaats, door Friedman (2014) een 
enclave genoemd, waarin verschillende ‘stakeholders’ in staat worden gesteld om een 
gezamenlijk denk- en zoekproces aan te gaan, wordt het mogelijk om een conversatie 
over relevante thema’s te voeren. Hierbij wordt het elkaar beschuldigen en het 
vingerwijzen van voorheen gestopt. Deze studie levert een duidelijk bewijs dat er een 
kans op verandering bestaat, zelfs in allesbehalve gunstige omstandigheden. Ook elders 
zouden leerkrachten door een vergelijkbare aanpak, zoals open discussies over hun 
professionele problemen en dillema’s, en het bedenken van initiatieven ter verbetering, 
hun vakmanschap als professionals kunnen versterken.  
 Op grond van de resultaten die gezamenlijk met de leerkrachten  werden verkregen 
kunnen we het volgende concluderen: 

 Leerkrachten kunnen gevoed worden in het streven naar een veilige positieve 
identiteit die hen in staat stelt hun onderwijspraktijk te verbeteren zodat ze zich 
ook weer gewaardeerd, herkend en gezien voelen. Een manier om dit te doen is 
hen te betrekken bij het nemen van beslissingen, het creëren van 
mogelijkheden om zich uit te spreken, alsmede door hun wensen serieus te 
nemen.  

 Het zou niet goed zijn leerkrachten in hun eentje te laten aanmodderen om zich 
te verhouden tot de veranderde behoeftes van de scholen en de samenleving als 
geheel. Ze zouden juist ondersteund moeten worden bij de ontwikkeling van 
innovaties die per school verschillend kunnen uitvallen. Dit kan hen helpen om 
de uitdagingen op hun werk aan te kunnen. Doorgaan met het beschuldigen 
van leerkrachten van een gebrek aan professionele integriteit, zorgt ervoor dat 
leerkrachten zich geslachtofferd voelen en een verdedigende houding gaan 
aannemen. Dit soort beschuldigen hebben in het verleden leerkrachten met 
gevoelens van marginalisatie, isolatie, angst en schuld opgezadeld. Veel 
zinvoller is het creëren van een forum, waarin leerkrachten gezamenlijk met 
ouders en andere ‘stakeholders’ optrekken en elkaar helpen bij het slechten van 
machtsrelaties en communicatie problemen.  
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 Leerkrachten in het basisonderwijs zouden bereid moeten zijn om te leren en 
zich in redelijke mate aan te passen aan steeds wisselende 
werkomstandigheden. Omgaan met veranderingen is veelal een uitdaging. De 
slagingskans voor innovaties op scholen hangt af van hoe bekwaam en goed 
voorbereid leerkrachten zijn om te blijven leren, zoals Sahlberg (2011) 
beschrijft.  
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